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ABSTRACT 
 
Against the background of the broad-ranging and significant educational changes 
introduced in South Africa since 1994, school teachers are challenged to cope with 
and adapt to difficult working conditions, job stress and large classes. As a result, 
teaching is now experienced as a more demanding and challenging profession. 
 
However, education takes place within the context of a particular community. The 
role of the environment, as context for education, is therefore also important. As 
such, a deprived environment can exacerbate the challenges experienced in 
teaching by teachers. Such an environment is often characterised by high poverty 
levels, undesirable living conditions, escalating social and health problems, 
malnutrition, unemployment, parental illiteracy, parental absence or uninvolvement, 
child abuse, sexual harassment, teenage pregnancies, corruption, crime, conflict, 
violence, and high TB and HIV infection rates. 
 
In schools in a deprived environment, lack of resources and learning materials, 
overcrowded classes, children dropping out of school, an unattractive, an unsafe 
physical environment, a lack of electricity, as well as broken windows and leaking 
roofs, are often the order of the day. These factors increase the burden on the 
teachers who work in such an unsupportive context.  
 
How well teachers cope amidst the broad-ranging transformational changes 
introduced in post-Apartheid South African education, while teaching in a deprived 
environment, depends to a large extent on their emotional stability, personal skills 
and cognitive functioning. Their emotional strengths should enable them to be aware 
of their own emotions, and the emotions of their learners, as well as to guide those 
emotions appropriately and form healthy relationships. It should further enable 
teachers to make provision for the effective learning, development and well-being of 
the learners in their classrooms. 
 
  vii 
Against this background, the aim of this study was to investigate the following 
research questions: 
 
Primary research question:  
 
 What are the characteristics of emotional intelligence that teachers working in 
a deprived environment display?  
 
Secondary research questions: 
 
• What is the relationship between the characteristics that the teachers 
display and the components of emotional intelligence? 
• What are the implications of the research findings for teacher education? 
• What guidelines can be provided from the research findings to teachers 
working in a deprived environment, to further promote their effective 
teaching? 
 
The focus of the study was on the two primary schools and one secondary school 
located in the Walmer Gqebera Township in Port Elizabeth, Eastern Cape Province, 
South Africa, which are in close proximity to the Nelson Mandela Metropolitan 
University, being the University’s neighbouring township.  
 
Constructivism and interpretivism formed the philosophical foundation of the 
study, while critical theory and pragmatism also applied. The study was conducted 
by means of an exploratory sequential transformative mixed-methods paradigm. 
 
A systematic approach was used to collect the data within the context of this study, 
by means of a literature review, teachers’ drawings, narratives and an administered 
questionnaire. Measures to ensure the trustworthiness, validity and reliability of the 
research, as well as ethical measures, were adhered to. 
 
In this inquiry, a qualitative, emerging, inductive investigation was firstly undertaken, 
to understand the ways in which the participating teachers interpreted and 
constructed their reality through the meanings they gave to their teaching 
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experiences and how they could improve on it. Purposive convenience sampling was 
used to select the participants from the Township, according to a set of 
predetermined criteria. 
 
This was followed by a quantitative investigation, to determine the teachers’ 
emotional intelligence, trace any similarities and differences with the qualitative 
findings, and test the hypotheses.  
 
The data analysis of the qualitative data consisted of the coding of the verbatim 
transcripts according to theoretical models, until clear patterns emerged as definite 
themes and categories. An independent qualitative researcher was requested to 
undertake the re-coding of the transcripts for the sake of finalising the emerging 
trends via the notion of consensus.  
 
The following research findings have emerged from the qualitative data: 
 
- Conditions of work in a deprived environment are unfavourable and manifest 
as severe hardships and challenges related to learners, parents, promotion, 
resources and the government. 
- Teachers display strong intrinsic characteristics that influence their teaching. 
These characteristics include taking responsibility, taking ownership for their 
learners, being accommodating and involved, serving as motivational agents, 
being loving, caring and understanding, being positive and innovative, self-
confident and goal-directed, self-fulfilled and persevering and relying on their 
faith.  
- Teachers exploit extrinsic factors of support to be conducive to their teaching, 
including the teaching profession, other people, outside knowledge factors, 
the Government, and leisure activities. 
 
The quantitative data gathered from the questionnaires were analysed by means of 
scientific statistical analysis. The results of the quantitative data confirmed that the 
teachers from the deprived environment were coping, because of their emotional 
intelligence. The respondents felt very positive regarding the following aspects: 
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i) Perceptions of emotions: 
 
- Awareness of emotions when they experience them. 
 
ii) Managing emotions in the self: 
 
- Expecting good things to happen; 
- Expecting to do well in most things they attempt; 
- Seeking out activities that make them happy; 
- When faced with obstacles, they remember previous times when 
they faced similar obstacles and overcame them; 
- Self-motivation by imagining a good outcome. 
 
iii) Managing emotions in others: 
 
- Complimenting others when they have done something well; 
- Knowing when to speak to others about their personal problems; 
- Presenting themselves in a way to make a good impression on 
others. 
 
iv) Utilising emotions: 
 
- Ability to come up with positive ideas, when in a positive mood; 
- Ability to re-evaluate what is important or not, based on some of the 
major events in their lives; 
- Finding it easy to solve problems, when in a positive mood. 
 
The respondents also felt positive regarding the majority of the rest of the 
questionnaire items, but negative about: Giving up when faced with a problem; and 
Using good moods to keep trying in the face of obstacles. 
 
A discrepancy was found with regard to coming up with new ideas, when feeling a 
change of emotions. (Item seven: When my mood changes, I see new possibilities – 
positive; and Item twenty-seven: When I feel a change in emotions, I tend to come 
up with new ideas – negative). Therefore, the respondents’ originality during a 
change of feelings was questionable. 
 
Significant results were observed for all four factors of EI, as well as the total score, 
implying that the null-hypothesis could be rejected with 95% certainty. 
Furthermore, significant results regarding the correlation between the factors, and 
  x 
details regarding the correlation between the age of the respondents and the EI 
factors, were found. 
Based on the research, some recommendations could be made to teachers in 
deprived environments, to further promote their effective teaching.
  xi 
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CHAPTER ONE 
 
RESEARCH ORIENTATION, PROBLEM STATEMENT, PURPOSE OF STUDY, 
CONCEPT CLARIFICATION, METHODOLOGY AND RESEARCH PLAN 
 
1.1 RESEARCH ORIENTATION 
 
Education promotes all the facets of the development of learners. Jacobus Pretorius 
(1998:127) maintains that the social, intellectual and emotional development of 
learners is primarily decided by the quality and character of the reciprocal 
relationships that they form at home and at school. Nieuwenhuis (2007:5) concurs, 
stating that education is essentially concerned with the development of a child into 
adulthood – within the context of his or her particular community. The role of the 
environment, as context for education, is therefore important. 
 
Education can also be seen as a mechanism that brings about transformation in 
knowledge, values and behavioural patterns. In our contemporary society, it is 
important that schools equip learners with skills, values and knowledge to enhance 
their ability to lead successful lives and contribute to the improvement of conditions 
in their own communities (Teffo, 2008:77-78). 
 
Since 1994, following the installation of a democratically elected government in 
South Africa, dramatic transformation and change have characterised all the 
different sectors of society, including education. The Constitution of the Republic of 
South Africa, Act 108 (1996d:13), emphatically states that the national education 
system should be transformed and democratised in order to provide for equality, 
freedom and transformative curricula in all subjects (Goduka, 1999:193; Van Wyk & 
Mothata, 1998:2). The resultant changes introduced in education during recent years 
have included numerous structural changes – from policy formulation, to the 
implementation thereof in the education system. 
 
It is of the utmost importance that all the role-players concerned are included in this 
transitional phase in which South Africa finds itself (Steyn, De Klerk & Du Plessis, 
1997:108). Christie (1998:111) contends that an integrated approach to educational 
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transformation in South Africa is particularly significant, because it suggests a 
perspective of learning that rejects the rigidness of the previous curriculum, 
particularly with regard to the imbalances in the professional and social classes, 
which were directly linked to the Apartheid system. 
 
The purpose of educational transformation and change post-1994 in South Africa 
has been to rectify the previous imbalances and to establish a democratic 
dispensation (Fleisch, 2002:198). Significant challenges experienced in affecting 
such change were to merge eighteen different education departments under one 
ministry, with one education policy, and to restore the necessary equality in 
resources and access to education (Donald, Lazarus & Lolwana, 2002:12). The 
achievement of these major educational changes is now dependent on how well this 
policy can be explained, modified and implemented (Fleisch, 2002:12). 
 
The following profound changes have been made and implemented in South African 
education post 1994 (Department of Education, 1999:91): 
 
• The South African Schools Act of 1996 was promulgated. 
• School attendance for all learners, from six to fifteen years old, has become 
compulsory. 
• Representative School Governing Bodies were implemented. 
• The teaching force is now being managed by one professional council: The 
South African Council for Educators. 
• A National Qualifications Framework has been developed by a South African 
Qualifications Authority. 
 
Outcomes-based Education (hereinafter referred to as OBE) was introduced as a 
new curriculum, providing for all learners; followed by a number of other changes. 
The Revised National Curriculum Statements (RNCS) were introduced in the 
General Education and Training (GET) Band. In 2009, the then Minister of Basic 
Education, Angie Motshekga, announced that more changes in the National 
Curriculum Statements (NCS) needed to be implemented in 2010 (The Teacher, 
2009:14).  
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The Department of Basic Education (DBE) informed schools that, in February 2011, 
all learners in Grades 2-9 would be required to write nationally set literacy and 
numeracy tests. These tests were to be known as the Annual National Assessments 
(ANA) (The Teacher, 2010:20). In 2012, the Curriculum and Assessment Policy 
Statements (CAPS) were phased in, starting with Grade 1 and Grade 10, replacing 
OBE (Govender & Naidoo, 2011:9). 
 
These broad-ranging and significant changes have had a profound effect on school 
teachers, challenging their ability to cope and adapt (Fanie Pretorius, 1998:iii). 
Difficult working conditions, job stress and large classes have become frequently 
voiced concerns; and many South African teachers clearly regard themselves as 
overworked and underpaid (De Jager, 2011:7). This implies that teaching is now 
experienced as a more demanding and challenging profession. 
 
Among the challenges with which teachers are now confronted, is that teaching now 
involves much more than merely conveying knowledge (Kallaway, 2007:30). The role 
of the teacher has changed dramatically, from a conveyor of knowledge, to a 
facilitator of learning. Teachers are now expected to help each individual learner 
develop at his/her* own pace, and according to his/her* own needs (Steyn et al., 
1997:77). 
 
Fanie Pretorius (1998:iii) contends that many teachers have had serious 
reservations about these changes to the new curriculum, with many regarding 
themselves as being ill-equipped to implement the new curriculum. Themane and 
Mamabolo (2011:7) argue that the RNCS was unsuccessful in assisting teachers to 
choose socially valued knowledge adequately reflecting the scope, order, depth, 
skills and content of the curriculum. Instead, the policy-makers focused on nation-
building; and this left the teachers free to apply the curriculum according to their own 
frameworks. A study by Booyse and Swanepoel (1992:219), established that more 
than 54% of the educators felt inadequately prepared for these educational changes 
and challenges.  
 
* In this study the masculine form used, will represent both genders. 
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Many teachers were also sceptical of the new approach to the assessment of OBE 
(De Clercq, 1997:157). In a report on research by Chisholm, Hoadley, Wa Kivulu, 
Brookes, Prinsloo, Kgobe, Mosia, Narsee and Rule (2005:143), concerns were 
raised about the ‘chopping and changing of the curriculum system’. One teacher 
commented as follows: 
 
“The workload piles up if we always have to change the 
way we do things. The way we teach now, is not the same 
as it was years ago; OBE, RNCS, etc. Different methods 
are used now. Sometimes you have to group the learners, 
and some of them are slow learners. We now use a lot of 
activities; and it takes time to do these things. There is a 
lot of paperwork at the beginning of the year.” 
 
One aspect that can exacerbate the challenges in the teaching situation even further 
is the context in which teaching now takes place, such as a deprived environment. 
Such an environment is often characterised by high poverty levels (Le Roux & 
Gildenhuys, 1994:29). It is associated with undesirable living conditions, such as 
poor housing with limited privacy, a lack of sanitation, escalating social and health 
problems, malnutrition, unemployment, parental illiteracy, parental absence or 
uninvolvement, child abuse, sexual harassment, and teenage pregnancies (Prinsloo, 
Vorster & Sibaya, 1996:47). Furthermore, corruption, crime, conflict, violence, TB 
and HIV infection are rife. A lack of resources and learning materials (such as text 
books) in the school, overcrowded classes (Department of Education Directorate, 
2002:133; Jansen, 2002:18), children dropping out of school, an unattractive, 
dilapidated and unsafe physical environment, with broken windows and leaking 
roofs, as well as a lack of electricity, are frequently the order of the day (Mack, 
2007:94-99). 
 
In such a disadvantaged and unsupportive context, South African teachers face even 
greater challenges. On a regular basis, they have to deal with learners that are over-
emotional or affectively susceptible (Prinsloo et al., 1996:47). These factors 
inevitably have a negative influence on the teachers (De Wee, 2003:14). Schmidt 
(2006:2) expresses the opinion that ‘teaching today is not for the faint-hearted’. It 
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requires not only improved teaching methods, but also individual adjustments from 
teachers in order to cope in the work situation (Moletsane, 2002:69). 
 
How well teachers can cope amidst the current transformational changes, while 
furthermore teaching in a deprived environment, depends to a large extent on their 
emotional stability, personal skills and cognitive functioning (Prinsloo et al., 1996:50). 
Gardner’s theory of multiple intelligences emphasises the fact that people require 
more than mere cognitive performance in order to function properly (Salovey, 
2004:32, Richburg & Fletcher, 2002:31; Moletsane, 1998:219). Importantly, 
emotional stability is necessary for teachers to be able to execute their challenging 
task. 
 
Emotional intelligence has been profoundly scrutinised during the last decade and 
a half (Petrides & Furham, 2003:39). Salovey and Mayer introduced the notion of 
emotional intelligence in the 1990s (Cherniss, 2001:9). It was popularised by 
Goleman in 1996, on the publication of his book, Emotional Intelligence: Why it 
matters more than IQ (Newman, 2008:11; Richburg & Fletcher, 2002:31). Slaski and 
Cartwright (2002:63) refer to emotional intelligence as a combination of skills that 
can be associated with being ‘streetwise’. Emotions form an integral part thereof, as 
they are embedded in all social relationships and guide our actions and our hold on 
life itself (Mayer & Caruso, 2002:1). Any emotionally intelligent person is expected to 
be aware of and to be able to control and manage his own emotions, as well as 
those of others. 
 
Consequently, this study will focus on how teachers in a deprived environment 
experience and handle current educational challenges, and cope in a non-supportive 
environment (as demonstrated above). 
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1.2 RESEARCH PROBLEM AND FORMULATION OF RESEARCH 
QUESTIONS 
 
Teachers are generally expected to teach in a way that promotes the learning, 
development and well-being of their learners (Goedeke & Schoeman, 1998:280). 
The successful accomplishment of this goal relies heavily on the teacher’s own 
unique strengths, skills and emotional stability (Prinsloo et al., 1996:312). Numerous 
research studies have been conducted by scientists to learn more about the role of 
emotions in the workplace (Caruso & Salovey, 2004:7). Teachers cannot isolate 
themselves from the realities that challenge them in the classroom every day. Their 
emotional intelligence should enable them to be aware of their own emotions, and 
the emotions of their learners, as well as to guide those emotions appropriately and 
to form healthy relationships. It should further enable teachers to make provision for 
the effective learning, development and well-being of the learners in their classroom. 
 
Therefore, it is important to investigate how teachers’ emotional intelligence can 
assist them in coping with the contemporary challenges of teaching in a deprived 
environment.  
 
Against this background, the following research questions have been formulated: 
 
Primary research question:  
 
 What are the characteristics of emotional intelligence that teachers 
working in a deprived environment display? 
 
Secondary research questions: 
 
• What is the relationship between the characteristics that the teachers 
display and the components of emotional intelligence? 
 
• What are the implications of the research findings for teacher 
education? 
 7 
 
• What guidelines can be provided from the findings to teachers 
working in a deprived environment, to further promote their effective 
teaching? 
 
1.3 RESEARCH AIMS 
 
The primary goal of this study was to investigate what characteristics of emotional 
intelligence teachers working in a deprived environment display. 
 
The secondary goals of the study were linked to the formulated secondary research 
questions, which were to investigate the following: 
 
• The relationship between the characteristics the teachers display and the 
components of emotional intelligence. 
 
• The implications of the research findings for teacher education. 
 
• Guidelines to teachers working in a deprived environment to further promote 
their effective teaching in a deprived environment. 
 
1.4 SIGNIFICANCE OF STUDY 
 
In our contemporary society, teachers are constantly confronted by numerous and 
varying challenges. In this study, it is asserted that teachers should continuously 
deal with these day-to-day challenges in an emotionally intelligent manner, in order 
to ascertain that effective teaching and learning actually take place in the school.  
 
• This study is important; firstly, because it reviews the manner in which 
teachers respond when confronted with challenges, such as 
transformation and change. 
 
• Secondly, this study should help to clarify how teachers are coping 
emotionally in a disadvantaged context. Enlightening information on 
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schools, particularly in deprived environments, could be generated 
through the study.  
 
• Thirdly, this study will reveal whether teachers working in deprived 
environments possess emotional intelligence and can draw on emotional 
intelligence to handle challenges. 
 
• Fourthly, this study could serve as a point of departure to assist the 
Department of Education (DoE) in developing a better understanding of 
the challenges with which teachers are confronted; and, based on these 
challenges, to provide the necessary support for these teachers. 
Furthermore, it should provide the DoE with valuable information 
regarding transformation and educational changes, as well as teaching in 
a deprived environment. By taking advantage of the available research 
information on which the philosophical framework of this inquiry is based, 
approaches that could be used as a frame of reference for schools and 
the DoE will become available. 
 
The intention is to present the findings of the study to the three participating schools 
and the DoE, so that they can assess the particularly challenging circumstances in 
which teachers have to cope with changes, particularly in deprived environments, as 
well as to provide guidelines that could contribute to efficient teaching and learning in 
such contexts. 
 
1.5 DEMARCATION OF STUDY 
 
For the purpose of this study, I decided to focus on the two primary schools and one 
secondary school located in the Walmer Gqebera Township in Port Elizabeth, 
Eastern Cape Province, South Africa. One reason why I chose this specific group of 
teachers was proximity: the Walmer Gqebera Township is in close proximity to the 
Nelson Mandela Metropolitan University, being the University’s neighbouring 
township.  
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While participating in an earlier self-efficacy project of the University, the teachers 
from these schools expressed their desire for further self-development. During that 
project, strong interpersonal relationships were established with these teachers – 
another reason for choosing this township for the research project. Therefore, it 
should be significant to investigate these teachers’ emotional intelligence. 
 
This study proposes to make a contribution to teaching in this deprived environment, 
because these teachers are exposed to different and difficult challenges on a daily 
basis. This study also proposes to establish how teachers cope with their basic 
function, which is teaching and learning, under such difficult circumstances. 
 
1.6 CLARIFICATION OF CONCEPTS 
 
For the sake of clarity, the concepts relevant to this study will now be explained. 
 
1.6.1 Deprived environment 
 
A ‘deprived environment’ is described by Le Roux (2000:12) as the situation in 
which an individual finds himself as a member of a society that has a low socio-
economic status and in which he experiences limited community involvement and a 
limited potential for upward mobility, with the prospect of either poorly paid 
employment, or unemployment. Jacobus Pretorius (1998:303) also refers to a 
deprived environment as ‘milieu deprivation’. The general notion of ‘milieu-
deprivation’ refers to a diversity of social, economic and cultural factors that hinder or 
restrict the environmentally deprived individual’s freedom of choice and his right to 
make use of the most favourable opportunities available. Environmental deprivation 
can also be described as a worldwide phenomenon that gives an account of 
circumstances, such as insufficient possibilities for social and emotional interaction 
and an absence of suitable stimulation in impoverished circumstances, often 
characterised by a lack of healthy food (Engelbrecht, Kriegler & Booysen, 1996:152). 
 
For the purpose of this study, a ‘deprived environment’ will refer to those 
disadvantaged conditions at school, home and in society with which teachers 
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working in that context have to contend. Such conditions can obstruct their teaching 
progress and are not conducive to teaching and learning. 
 
1.6.2 Emotional intelligence 
 
The concept emotional intelligence (hereinafter referred to as EI) has been defined 
in various ways. In general, the term is described as the capacity to identify one’s 
personal feelings, and to verbalise them aptly; to be able to understand other 
people’s feelings; to act according to these identified emotions; and to be able to 
form and maintain harmonious relationships with other people (Gazzard, 2002:21). 
 
Bar-On (2006b:3) maintains that people who are emotionally intelligent are capable 
of understanding and depicting themselves well, associating with others, and dealing 
effectively with the pressures of daily life. Emotional intelligence implies that a 
person is able to recognise the significance of emotions and their various 
connections, to think rationally, and to solve problems on an emotional level 
(Ciarrochi, Forgas & Mayer, 2001c:9). 
 
For the purpose of this study, emotional intelligence will refer to the intrapersonal 
and interpersonal competencies that enable a person to be aware of the emotions of 
the self and others. This awareness should enable the individual to direct these 
emotions into the appropriate channels, in order to adapt to, and cope with, 
environmental demands, which include self-efficacy, proper relationships and 
motivation (Petrides & Furnham, 2003:816; Tomer, 2003:457). 
 
1.7 RESEARCH DESIGN 
 
1.7.1 Introduction 
 
Research design can be defined as a basic plan or ‘blueprint’ of how one proposes 
to conduct the research process, with the intention of answering the research 
problem (Babbie & Mouton, 2001:647). The goal is to give directions and guidance 
when data are collected and analysed, so that they can provide truthful and 
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legitimate answers to the research questions (Terre Blanche, Durrheim & Painter, 
2006:35; McMillan & Schumacher, 1993:31). 
 
1.7.2 Philosophical foundation and theoretical approach 
 
The philosophical assumptions on which a research project is grounded, need to be 
explicitly stated before the research can commence (McFarlane, 2000:13). This 
research is based on a constructive foundation. Social reality is constructed through 
the meanings people attribute to their reality (Sulkunen, 2008:69; Creswell, 
1994:147). Within the constructivist theory, the focus is on the social phenomena 
that surround people’s lives, and their subjective viewpoints on how they construct 
their own world. These insights should assist the researcher in understanding the 
significances people ascribe to their world and society (Creswell & Plano Clark, 
2011:41; Hartas, 2010:44). In this research inquiry, the viewpoints, backgrounds, 
environment and constructs of the teachers at the schools in the Walmer Gqebera 
Township in Port Elizabeth, as well as the researcher’s analysis and construction of 
the collected data, contributed to the emerging outcome of this study. Adler 
(2005:11-12) explains this as follows: Reality is seen as constructed, ‘as becoming, 
rather than being’. 
 
The theoretical approach will be supported by the theoretical viewpoint of 
interpretivism. The epistemological assumption of the interpretive theory is that a 
situation can be understood through the ‘individual’s mental process of interpretation, 
which is influenced, and interacts with [the] social contexts’ (Cantrell, 1993:83). 
Social reality is a function of the perceptions and interaction of different persons. 
Therefore, no single reality exists. Interpretivism can be associated with 
constructivism, since it presupposes that people assign their own meaning to reality, 
thus constructing their own reality, in various and particular ways (Gray, 2009:18).  
 
This study attempted to identify the effect of the context within which the study 
occurred, namely a deprived environment. It also attempted to see reality as 
interpreted and constructed within this framework, with the express purpose of 
gaining a broader perspective and a deeper understanding (De Vos, 1998:246) of 
those meanings the participating teachers gave to their experiences of working in a 
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deprived environment. The aim was to understand and make sense of the many 
realities with which these teachers were confronted (Hartas, 2010:44), as well as 
how they coped and taught under these challenging circumstances. 
 
1.7.3 Research paradigm 
 
Babbie (2001:42) asserts that the research paradigm is the essential belief system 
that the researcher uses to categorise and interpret a way of thinking. The research 
paradigm underpins the inquiry. It influences the manner in which a study is 
conducted, and the nature of the theory and ideas investigated (Durrheim, 2006:40).  
 
This study was conducted by means of a mixed-methods paradigm. Hartas 
(2010:278) supports the use of a mixed-methods paradigm – for the sake of 
‘multiplism, triangulation and complementarity’. Creswell and Plano Clark (2011:5) 
maintain that mixed methods should include various perspectives; and comprise a 
combination of ‘methods, a philosophy and a research-design orientation’. According 
to Creswell and Plano Clark (2011:5), a mixed-methods paradigm requires the 
researcher to undertake the following steps: 
 
• Gathering and assessing the quantitative and qualitative data credibly and 
meticulously. 
• Bringing the two types of data in relation with one another by simultaneously 
arranging them in specific categories. 
• Determining the significance of the inquiry and distinguishing which type of 
data should receive precedence. 
• Using this method in a single investigation, or in the various stages of an 
investigation. 
• Structuring these methods against rational opinions from the world at large 
and through academic lenses. 
• Merging the methods into particular research designs that guide the path for 
conducting the investigation. 
 
 
1.8 RESEARCH METHODOLOGY 
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Hesse-Biber and Leavy (2006:21) define methodology as a link between theory and 
method, the viewpoints of the participants and the instruments that are to be used to 
gather information. In essence, the data collection and data analysis processes, and 
all other acquired information, should assist in obtaining a better understanding of 
the research question and the world (Henning, Van Rensburg & Smit, 2005:15; Ary, 
Jacobs & Razavieh, 2002:111). 
 
In this inquiry, a qualitative, emerging, inductive (Creswell & Plano Clark, 2007:9; 
Gray, Williamson, Karp & Dalphin, 2007:43; Neuman 2003:537; Holliday, 2002:88), 
investigation was undertaken. Qualitative research methodology was used to 
interpret and understand the ways in which the participating teachers interpreted and 
constructed their reality through the meanings they gave to their teaching 
experiences (Craig, 1999:400).  
 
This was followed by a quantitative investigation – to determine the teachers’ 
emotional intelligence and to trace any similarities and differences with the 
qualitative findings. 
 
As a result, the qualitative design will be followed by the quantitative design; and this 
study will follow what Creswell and Plano Clark (2011:68-73) explain as an 
exploratory sequential transformative design. 
 
1.8.1 Participants and sampling 
 
The participants in the study were from all three participating schools (two primary 
schools and one secondary school) located in the Walmer Gqebera Township in Port 
Elizabeth. For the qualitative part of the investigation, purposive and convenience 
sampling was used to select the participants, according to a set of predetermined 
criteria (Durrheim, 2006:49; Denscombe, 2003:15). This ensured that the 
participants would provide rich information on the topic, since they were experts in 
the field.  
 
The participants were selected on the basis of the following sampling criteria: 
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• The teachers had to be from the Walmer Gqebera Township schools. 
• Both males and females had to be selected. 
• The group had to reflect different racial groups. 
• The group had to reflect different language backgrounds. 
 
The findings garnered from the qualitative inquiry were used as the basis for the 
quantitative inquiry. For the quantitative part of the research, the respondents were 
from the same schools, and all teachers at these schools (that met the same set 
criteria – see 1.8.1) were offered the opportunity to participate in the research. The 
questionnaire was therefore distributed to a larger sample of teachers teaching in the 
same deprived environment. 
 
1.8.2 Data collection methods 
 
Terre Blanche et al. (2006:51) state that it is important to obtain legitimate results 
from a research inquiry, in order for the researcher to have reliable data to analyse 
and interpret. Such results are obtained through the use of scientific research 
methods. 
 
A systematic approach was used to collect the data within the context of this study. 
The following data collection tools were employed: 
 
• A literature review 
• Drawings 
• Narratives 
• A questionnaire 
 
1.8.2.1 Drawings 
 
Drawings allow one to tell a story; and they assist one in producing knowledge in a 
very effective manner (Weber, 2008:45). For this study, it was important that the 
researcher understood the context in which the teachers participating in the study 
found themselves: in this case, a deprived environment. Qualitative researchers 
have begun to realise the significance of drawings to improve their knowledge of the 
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circumstances that surround human beings (Weber, 2008:43). Drawings can be 
used as a point of departure, as participants can be asked to explain what their 
drawings depict. Data can therefore be generated from drawings. The added 
advantage of using drawings within the mixed-methods design is that they supply 
data and method triangulation – with the additional dimension of a visual modality 
(Hartas, 2010:217). 
 
In this study, the participants were asked to draw an image that accurately depicted 
themselves as teachers at school.  
 
1.8.2.2 Narratives 
 
Narratives can be described as the written stories of experiences (Creswell, 
2005:474). Narrative studies focus on humans, in that they portray and investigate 
real life-stories (Webster & Mertova, 2007:13; Babbie & Mouton, 2001:283). 
 
The framework from which the participants’ stories are told, is important for 
narratives, because the focal point of a narrative study is the human being (Webster 
& Mertova, 2007:20). After completing the drawings, the participants in this study 
were asked to narrate the meaning of the content of their drawings. Mitchell 
(2008:366) notes that people are more motivated to narrate their own stories if they 
have a personal association with the story. The use of narratives is an excellent 
method ‘to capture the lived experiences of the participants’ (Gray, 2009:514). The 
researcher was therefore able to gather relevant information and capture the 
experiences of teachers teaching in a deprived environment (Creswell, 2005:476). 
 
For this study, narratives were used to collect the qualitative data on how teachers 
coped in their professional situation. 
 
 
 
 
1.8.2.3 Questionnaire 
 
 16 
 
A questionnaire was used as a support, extension and variation tool to the drawings 
and narratives, to compare, authenticate and possibly confirm the findings of the 
qualitative investigation (Creswell & Plano Clark, 2011:179). Delport (2002:166) 
states that measurement must include the allocation of numbers, with regard to set 
rules, so that a person can show the differences between them in several other 
characteristics or qualities. 
 
For the purpose of this study, a questionnaire was used to collect quantitative data 
on the emotional intelligence of the participating teachers teaching in a deprived 
environment. The questionnaire was distributed to a larger sample of teachers 
teaching in the same deprived environment. For this section of the research, the 
following hypotheses were formulated, namely: 
 
Ho Teachers working in a deprived environment display no characteristics 
 correlating with emotional intelligence. 
 
H1 Teachers working in a deprived environment display clear characteristics that 
correlate with emotional intelligence. 
 
1.8.3 Data analysis 
 
In this study, the mixed-methods paradigm was used to investigate and analyse the 
data, to develop justifiable theories and test the stated hypotheses, as well as to 
obtain a holistic opinion of the teachers’ emotional intelligence (Hartas, 2010:279).  
 
The first step in analysing data in a qualitative inquiry requires that the data be 
systematised and interpreted, both inductively and descriptively (Gay & Airasian, 
2003:270; Ary et al., 2002:465). De Vos (2002:339) points out that this is a process 
of creating a logical system of allocating significance to the gathered data. 
Furthermore, analytical induction is implemented to pinpoint a sequence from the 
data for the establishment of conceptual categories (Gray, 2009:495; Gay & 
Airasian, 2003:270). The data must then be divided into separate sections by a 
classification system, which is called coding. This coding can produce a foundation 
for analysis; and it is also used, through narrative research, to formulate theories 
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from the data (Creswell & Plano Clark, 2011:208; Creswell, 2005:482; Tashakkori & 
Teddlie, 2003:399; McMillan & Schumacher, 1993:486).  
 
The qualitative data transcripts of the narratives of the teachers participating in this 
study were analysed, according to the eight steps of Tesch (as described in 
Creswell, 1994:155), and Morrisette’s seven-step procedural model (Morrisette, 
1999:2-7), until clear patterns emerge as definite themes and categories. An 
independent qualitative researcher was requested to undertake the re-coding of the 
transcripts for the sake of finalising the emerging trends via the notion of consensus 
(Creswell, 1994:155).  
 
In terms of quantitative data analysis, the data gathered from the questionnaires 
were broken down into components, so that the researcher could obtain answers to 
the research question (De Vos, 1998:203) regarding the teachers’ emotional 
intelligence. In this study, this was achieved by means of scientific statistical 
analysis. 
 
In the following figure, a representation of the research design, as originally 
envisaged, is provided: 
 
 
 
 
 
 
 
 
 
 
 
 
 
FIGURE 1.1: Graphical representation of research design 
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1.9 ROLE OF RESEARCHER 
 
In this study, the researcher was the research instrument in the qualitative part of the 
study, and personally collected the data from the participants. The researcher 
attempted to establish rapport and a trusting relationship with the participants 
(Hartas, 2010:217). The researcher’s role was that of a sensitive listener, an easing 
facilitator, an unbiased analyst, and a critical observer (McMillan & Schumacher, 
1993:575).  
 
In the quantitative part of the research, the researcher administered a questionnaire 
to gather data. 
 
1.10 ETHICAL MEASURES 
 
Gray (2009:73) points out that any research that includes data collection or has any 
contact with human beings require ethical thoughtfulness. Babbie and Mouton 
(2001:521) state that social research sometimes has an unwanted impact on 
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people’s lives. That is why it is so important that they are protected, whether they 
volunteered to participate in the study or not.  
 
Ethical consent to conduct the research was granted to the researcher by the NMMU 
Research Human Ethics Committee. Written consent was also obtained from the 
Department of Education, and from the principals of the schools targeted for 
participation in this study. Each teacher who participated in this inquiry was, 
furthermore, requested to sign a written consent form. They were also informed of 
the purpose of the study. 
 
Hartas (2010:119), Gray (2009:70,75,85), Gay and Airasian (2003:84,194), Ary et al. 
(2002:438) and Strydom (2002:74) state that the following ethical considerations 
need to be taken into account during scientific research:  
 
• The ground rules should be explained to the participants, and they should be 
informed that they can withdraw from the study at any time if they feel 
uncomfortable, without having to provide a reason.  
• The voluntary consent of the participants is important, without any indirect 
consequence for not participating. 
• Participants should be informed of the purpose of the research. 
• All the information received, should be considered as private and confidential. 
Should any names of fellow teachers, other schools or other people be 
mentioned, they may not be mentioned in the study, but they will be indicated 
with an empty bracket ( ) or an X in place of the name. 
• Clarity is needed about who will have access to the data once collected, and 
the participants should be informed of the procedures that will be followed 
when the study is completed. 
• Ongoing respect for the participants is required at all times. Care was taken to 
adhere to all the above measures during this investigation. 
 
 
 
 
1.11 DISSEMINATION OF RESULTS 
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This study was beneficial to the participants, because they became aware of their 
own strengths and weaknesses and the emotional intelligence that allowed them to 
handle change, and to manage their teaching responsibilities under their difficult 
circumstances. They received feedback on the outcomes of this study regarding their 
coping skills and coping mechanisms. 
 
The results will be disseminated through a power-point presentation, at a session to 
which all role-players involved in the research and the teachers of the three schools 
will be invited. The input and knowledge gained during discussions at such a 
gathering could also further assist in providing advice and guidelines to teachers 
facing the challenges presented by working in deprived environments. The learners 
in these schools can further benefit from more effective teaching by the teachers. 
 
The results will also be made available to the Department of Education, so that it 
could better understand and gain more insight into the challenges of teachers and 
how they have to cope on a daily basis. Based on the insights gained from this 
research, the Department should hopefully be able to support teachers better. 
 
The results will, furthermore, be made available and published in an officially 
recognised scientific journal, and presented at scientific conferences, in order to 
announce them in the public domain. 
 
1.12 OUTLINE OFRESEARCH PLAN 
 
The research plan can be presented as follows: 
 
CHAPTER ONE: General introduction and orientation to the research, 
problem statement, purpose of the research, research 
design and plan. 
 
CHAPTER TWO: A conceptual analysis and critical review of emotional 
intelligence. 
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CHAPTER THREE: A theoretical perspective on the challenges faced in a 
deprived environment. 
 
CHAPTER FOUR: Research design and methodology. 
 
CHAPTER FIVE:  Report of qualitative research findings. 
 
CHAPTER SIX:  Report and interpretation of the quantitative results. 
 
CHAPTER SEVEN:  Conclusions, implications, limitations and   
  recommendations. 
 
1.13 CONCLUSION 
 
This study proposed to obtain an in-depth understanding of the concept ‘emotional 
intelligence’ and its relation to how teachers in deprived environments cope under 
very challenging circumstances. To further investigate the research question, it was 
essentially important to understand what other investigations revealed regarding this 
topic, and to investigate the research problem against the existing theory. 
 
This chapter served as an orientation to the study. It also introduced the problem 
statement, the purpose of the study, the relevant concepts, the chosen methodology 
and the research plan. These issues will be dealt with in more detail in Chapter Four. 
In the next chapter, the topic of emotional intelligence will be introduced, reviewed in 
depth, and analysed critically. 
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CHAPTER TWO 
 
CONCEPTUAL ANALYSIS AND CRITICAL REVIEW OF EMOTIONAL 
INTELLIGENCE 
 
2.1 INTRODUCTION 
 
A People Place 
If this is not a place where tears are understood, 
Where do I go to cry? 
If this is not a place where my spirits can take wing, 
Where do I go to fly? 
If this is not a place where my questions can be asked,  
Where do I go to seek? 
If this is not a place where my feelings can be heard, 
Where do I go to speak? 
If this is not a place where you’ll accept me as I am, 
 Where can I go to be? 
If this is not a place where I can try to learn and grow, 
Where can I be just me? 
William J Crocker (Corrie, 2009:11) 
 
Corrie (2009:11) maintains that the poem quoted above may well be a depiction of 
what is expected of the ideal classroom in fostering the emotional intelligence of 
learners. Such a classroom, or school, is a place where people gather together, 
where different emotions are understood and permitted, where interest is stimulated, 
where all questions are encouraged as the foundation of learning, where all feelings, 
values and viewpoints are important, where each learner can learn and grow, and 
where people can be accepted for who they are (‘be just me’). 
 
In this regard, the teacher plays a fundamental role, in taking the responsibility in the 
classroom for creating a specific atmosphere that is conducive to the furthering of 
emotional intelligence. Such a classroom should offer an inviting, understanding, 
stimulating and accepting environment, promoting the learner’s ‘being’, learning and 
growth, and allowing the learner to become fully prepared for a meaningful life after 
school (Jacobus Pretorius, 1998:86; 91; 94).  
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Such a teacher will not need only the required intelligence to be an instructor of 
specific learning material, but will also have to manifest emotional intelligence 
himself, in order to allow the learner to ‘just be me’. The learner must develop not 
only cognitively, but also socially and emotionally, to cope with life. For the teacher to 
convey social and emotional competencies to the learner, the teacher himself must 
possess these emotional assets. 
 
Furthermore, the environment in which a school is situated, also contributes to its 
atmosphere. If the school is situated in a deprived environment, the teachers are 
challenged even more in executing their task of being good educators and creating a 
favorable learning environment for learners. In an environment of poverty, large 
numbers, overcrowding, unemployment, isolation, deficiencies, incomplete families, 
neglect, instability, inferiority and limited means, learners have little access to 
enriching experiences; this often manifests in ‘social, cultural and educational 
problems’ (Jacobus Pretorius, 1998:301-305). Teachers must then apply additional 
competencies to address these impediments, in addition to their everyday teaching 
responsibilities and challenges, and must therefore personally possess emotional 
strengths to rely and draw on. 
 
The school is the place in which learners can develop and actualise their potential, 
and where their intellectual development is emphasised (Jacobus Pretorius, 
1998:75). Intelligence has been described by some professionals as a means of 
thinking and reasoning, while others portray it as the ability to adjust and gain 
knowledge from life’s everyday occurrences (Moreno, 2010:44). Intelligence refers to 
a person’s ability to think in a theoretical manner, as well as to evaluate and 
differentiate in a given situation (Mayer & Caruso, 2002:1). In a broad spectrum, 
intelligence can also be viewed as a common, innate skill that converts new 
knowledge into general ideas and capabilities (Van der Zee, Thijs & Schakel, 
2002:105), or as Olivier (2004:5) summarised: ‘the inherited capacity to process 
information and solve problems through abstract reasoning and logical, hypothetical 
thinking’ (Mayer & Caruso, 2002).  
 
Sir Francis Galton was the first person who initiated the assessment of intelligence, 
or intelligence testing, and is consequently often referred to as the father of 
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intelligence testing (Mwamwenda, 2004:245). His focus was predominantly on 
response time, auditory sharpness and tangible sensitivity. Alfred Binet, a 
Frenchman, was instrumental in designing intelligence quotients (IQ), as it is known 
today. Binet initiated the notion that a child’s mental age may, or may not, 
correspond with his chronological age (Mwamwenda, 2004:245,246; Stys & Brown, 
2004:2). IQ represents ‘a quantitative measure of intelligence, based on 
standardised tests, culminating in a score’ (Olivier, 2004:5). IQ became popular 
among the general public after World War 1, and was used to determine the 
intelligence potential, capabilities and possible future successfulness of an individual 
(Connelly, 2007:4).  
 
Yet, alas, research confirms that cognitive ability, or intelligence, alone does not 
ensure academic achievement and social success (Zeidner, Roberts & Matthews, 
2002:222). Jacobus Pretorius (1998:75) emphasises that learners also need social 
and emotional development to constructively participate in society one day. 
Furthermore, Goleman (2001a:24) is of the contention that as soon as people are 
employed in a professional capacity, emotional competence appears to be a more 
influential predictor than IQ of who will climb the ladder of success, or who will not. 
Van Jaarsveld (2003:11) moreover draws attention to the idea that it is not a 
person’s cognitive abilities and intelligence, but his emotional competence that 
determines how he adjusts and responds to challenges and copes in life (Palomera, 
Fernandez-Berrocal & Brackett, 2008:443). This very important viewpoint is related 
to the notion of emotional intelligence (EI). The construct of EI claims that IQ 
evaluates only a specific section of an individual’s mental capabilities, although there 
are other significant spheres of intelligence that also have an effect on how well he 
will be doing (Connelly, 2007:4).  
 
The correlation between emotions and intelligence is significant (Averill, 2000:277). 
We employ and apply our emotions in our thinking, decision-making, problem-solving 
and coping (Yilmaz, 2012:276). A growing number of researchers contend that the 
two notions, namely intelligence and emotions, are unavoidably connected, but that 
they are essentially different in character (Wakeman, 2006:72). Goleman (2004:8) 
explains that ‘in a very real sense we have two minds: one that thinks and one that 
feels’. To this description Schonert-Reichl and Hymel (2007:21) add that learners 
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should be prepared for the ‘tests of life, more than a life of tests’ in school, in order to 
become socially and emotionally competent citizens (Schonert-Reichl & Hymel, 
2007:23).  
 
In his ground-breaking, popular book on Emotional Intelligence (1995), the American 
psychologist Daniel Goleman used the word ‘emotional intelligence’, thereby creating 
a renewed awareness of the concept of emotional intelligence among millions of 
people around the world (Caruso & Salovey, 2004:20; Gazzard, 2002:21; Hedlund & 
Sternberg, 2000:146). Wakeman (2006:71) maintains that Goleman played a 
significant role in generating public consciousness of EI and bringing the concept to 
the attention of scientific researchers. Goleman has also received credit from Mayer 
and Caruso (2002:1) for his valuable introduction to the topic through his widely 
popular articles on EI, as well as his work, linked to that of other researchers, which 
assisted in catapulting this important notion into the public debate. 
 
The interest in the concept of EI was growing very fast in the United States, with the 
result that programmes on increasing EI were introduced at various institutions, such 
as universities and schools (Stys & Brown, 2004:1). Whitman, Van Rooy, 
Viswesvaran and Kraus (2009:1059) agree that the construct of EI created fresh 
awareness among researchers, which resulted in increased focus on ways of 
enhancing EI.  
 
Soon the idea of evaluating EI also took root. Bar-On’s Emotional Quotient Inventory 
(EQ-i) was the first known EI test chosen by a psychological test publisher for public 
distribution. The test can be depicted as a self-report assessment of emotional and 
socially skilled performance, to give an approximation of an individual’s emotional 
and social intelligence. It is important to bear in mind that EQ-i was specifically 
designed to assess this concept, not also personality traits or cognitive abilities (Bar-
On, 2000:364). 
 
Therefore, the motivation for research on the construct EI is to generate empirical 
verification that supports significant results on matters such as life achievement 
within a specific context. EI has become an increasingly significant construct for 
investigating behaviour and involvement, both in educational and organisational 
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perspectives, as well as on a personal level, with regard to people’s welfare and 
sense of fulfillment (Brackett, Rivers & Salovey, 2011:88; Kristjánnson, 2006:41).  
 
2.2 CLARIFICATION OF CONCEPTS 
 
2.2.1 Intelligence 
 
In the contemporary era, several and various categories of intelligences are 
recognised. In different instances, intelligence is defined as the ability to comprehend 
and identify the difference between several objects, to utilise symbols, to think 
logically, and to argue in an abstract manner (Mayer, 2001:8). Cavazotte, Moreno 
and Hickmann (2012:443) describe intelligence as a ‘broad mental capacity, which, 
among other things, involves the ability to understand and think about complex 
ideas, to deal with abstractions and solve problems, as well as to learn quickly’. 
Several other authors have confirmed this notion in the following terms: 
 
• Traditionally intelligence has been portrayed as the ability to grasp information 
quickly and to gain knowledge from occurrences, or from interpreting 
information (Wissing, 2003:2).  
• Kosslyn and Rosenberg (2003:212) describe intelligence as involving 
problem-solving skills and the ability to understand and become skilled at 
obtaining intricate information.  
• This coincides with the concept of intelligence advanced by Van Der Zee et al. 
(2002:105), namely an innate common capability that will change information 
into different viewpoints and skills.  
• According to Louw, Van Ede and Louw (1999:11), intelligence refers to the 
capability to process information and solve problems, and to be aware of 
one’s environment. 
• Mayer and Caruso (2002:1) define intelligence as the ability to execute 
theoretical interpretations, identify configurations, and distinguish differences.  
 
Various kinds of intelligences may be perceived, depending on the manner in which 
the available information is managed. For instance, verbal-propositional intelligence 
entails grasping vocabulary, sentences, and longer written paragraphs. Perceptual-
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organisational intelligence explains the ability to observe patterns, to be able to build 
a puzzle in addition to spatial intelligence (Mayer, Salovey & Caruso, 2004:198). 
Gardner (1983) also gives a perspective on different intelligences in his theory of 
multiple intelligences, including the personal intelligences, named intra- and 
interpersonal intelligence (Yilmaz, 2012:262).  
 
Intelligence is purely an assessment of a person’s intellectual, analytical, rational and 
logical capabilities. The purpose of an IQ test is to assess a person’s spoken, spatial, 
visual and mathematical capabilities. The average IQ is 100; if one has a high IQ, it 
means that one should pass all kinds of tests with distinction (Stein, 2009:44). 
 
For the purpose of this study, intelligence refers to the cognitive ability of the 
individual to make sensible decisions, based on logical, abstract, hypothetical 
thinking and reasoning, and to take care of his environment in a competent manner, 
based on this. Intelligence creates the possibility for an individual to grasp, interpret 
and process information immediately and without difficulty, the ability to get to the 
bottom of a problem, and the ability to manage different circumstances by means of 
mental operations (Van den Aardweg & Van den Aardweg, 1999:117). 
 
2.2.2 Emotions 
 
Emotions form an integral part of an individual’s personality and are related to 
human nature, attitude, individuality, outlook, drive and behaviour. Therefore, it has 
received increasing and acknowledged focus from scientific researchers (Li, Li & 
Wang, 2012:195). Various disciplines, such as psychology, sociology, biology, 
medicine and management, have studied emotions from different perspectives.  
 
Emotion is a ‘mental state that arises spontaneously, rather than through conscious 
effort, and is often accompanied by physiological changes’ (Reilly, 2005:302). 
Emotions are neural impulses that automatically move a person to react, in order to 
survive, and are described as ‘energy in motion (e + motion) = emotion’ (Coetzee & 
Jansen, 2007:12). Goleman (2004:6) presents the Latin word for emotions as 
‘motere’, meaning ‘to move’, plus the prefix ‘e’, which implies to move away. 
Emotions point at ‘impulses to act’ (Goleman, 2004:6), and can be pleasant, such as 
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joy, or unpleasant, such as sadness. This indicates that an inclination to take action, 
thus movement towards or away from something, is implied in every emotion. The 
action is based on feeling, passion, mood and sentiment. 
 
In the Social Sciences, emotion has been defined by various scientists, as: 
 
- complicated, yet essential for the way we think, feel and behave (Caruso & 
Salovey, 2004:24);  
- an intentional condition (feeling) (Stein, 2009:62);  
- steering most of our actions and can lead to influential results (Osula & 
Ideboen, 2010:130);  
- an internal, conscious episode that is characterised primarily by psychological 
rational and physiological behaviour (Yilmas, 2012:261; Bergh & Theron, 
2003:159);  
- a fleeting, personal, purposeful and communicative occurrence that can help 
us to adjust and plan as to how we react to the significant experiences in our 
lives (Reeve, 2005:39); 
- our responses to our surrounding world, generated by the association 
between our feelings, thoughts and actions (Orme, 2001:153);  
- the basic influences that induce, guide and uphold our everyday functionality 
and reciprocal actions with other people (Coetzee & Jansen, 2007:6); 
- how we react to painful adjustments, for instance bereavement, and mourning 
(Vakola, Tsaousis & Nikalaou, 2004:90). 
 
Emotions are recognised by some researchers in a negative manner, as being a 
disorderly intrusion of mental functions that put rational thought out of place. On the 
other hand, it is also true that numerous researchers purport that emotions are an 
important part of rational thinking (Damasio, 1994), since they are closely coupled to 
values and morals (Cartwright & Pappas, 2008:151,152). An individual’s functioning 
will undoubtedly be affected by certain fundamental emotions or feelings, such as 
happiness, sadness, anger and fear. Yet, the recurrence of a specific emotion and 
the manner in which one reacts to a particular emotion is unique and different for 
each individual (Louw et al., 1999:203). Salovey (2004:32) contends that emotions 
usually emerge during an actual or expected encounter between people. A unique 
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trait of human beings is that they are able to communicate their ideas, actions and 
emotions in words.  
 
For the purpose of this study, emotions relate to instances of a subjective internal 
sense, or awareness of feelings, moods, passions and sentiments that determine 
how we choose to respond and behave with regard to important incidents in our 
lives, based on our feelings and beliefs in those specific situations. 
 
2.2.3 Emotional intelligence 
 
Researchers have expanded the notion of intelligence to include ‘emotional 
intelligence’ (Reilly, 2005:301; Ciarrochi, Chan & Bajgar, 2001a:1105). Researchers 
hold widely different opinions about the definition of the term emotional intelligence 
(Hawkey, 2006:138). Several questions exist regarding the nature and scope of the 
construct (Palmer, 2007:3), and it has been described as ‘elusive, with fuzzy 
boundaries’ (Pfeiffer, 2001:138). For this reason, Law, Wong and Song (2004:294) 
have called for a clearer and more mutually acceptable definition. Zeidner, 
Matthews, Roberts and MacCann (2003:69) confirm that EI is a topic of growing 
interest in contemporary society, with much progress being made in the sphere of 
behavioural research. It is believed that earlier conceptualisations of social 
intelligence shaped subsequent definitions of emotional intelligence (Bar-On, 
2006a:13).  
 
Although many diverse definitions of EI exist, they display a corresponding tendency, 
a comparable inclination and similarity, not an opposing tendency (Ciarrochi et al., 
2001a:1106), or conflicting perceptions (Yilmaz, 2012:264). Therefore, despite the 
broad spectrum of definitions of EI, there is noticeable agreement among 
researchers about what EI is, and is not (Brackett et al., 2011:90). The following 
different definitions of EI provide proof of the mentioned compatible notion: 
 
• Emotional intelligence, as defined by various researchers (Weiten, 2007:365; 
Wakeman, 2006:72; Van der Merwe, Coetzee & De Beer, 2005:35; Mayer & 
Caruso, 2002:2; Schutte, Malouff, Simunek, McKenley & Hollander, 
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2002:769), refers to the ability to be aware of and describe one’s own 
emotions and to understand, connect and channel emotions in others.  
• Bar-On (2006b:13; 2003:4) refers to some non-cognitive competencies and 
defines emotional intelligence as the ability to recognise, understand and 
communicate precisely and efficiently, to be aware of and associate well with 
others, and the ability to manage everyday strains and stresses effectively 
(Nooraei & Arasi, 2011:45; Gaitniece-Putane, 2006:27). 
• Goleman’s (2001a:17) definition of emotional intelligence mixes cognitive and 
non-cognitive competencies and traits (Benjamin, Gulliya & Crispo, 2012:54) 
and describes one’s competence as awareness and understanding of one’s 
own and other people’s feelings, and to have a suitable explanation for it, as 
well as the ability to live harmoniously with other people and reciprocate 
feelings aptly in relationships (Benjamin et al., 2012:54; Klem & Schlechter, 
2008:10; Van der Merwe et al., 2005:35; Gazzard, 2002:21).  
• In 1990, Salovey and Mayer explained emotional intelligence as a form of 
intelligence that involves the ‘ability to monitor one’s own and other’s feelings 
and emotions, to discriminate among them and to use this information to 
guide one’s thinking and actions’ (Bracket et al., 2011:89; Nooraei & Arasi, 
2011:45; Stys & Brown, 2004:1). 
• For Mayer and Caruso (2002:2), emotional intelligence refers to the ability to 
understand and clarify emotions in the self and others, as well as to improve 
one’s reflection of emotions (Tomer, 2003:458). 
• Mayer et al. (2004:197), explain EI as thinking rationally about emotion, as 
this serves to deepen one’s judgment.  
• Palmer, Gignac, Ekermans and Stough (2007:60) have developed what they 
refer to as a ‘common definition of EI’, depicting the concept as ‘the skill with 
which one perceives, expresses, reasons with and manages their own and 
others’ emotions’. 
• A definition that is commonly used for EI is the ability to recognise, be aware 
of and deal with one’s emotions and those of others (Ciarrochi et al., 
2001a:1105). 
• Trait EI can be depicted as emotional self-efficacy that relate to people’s own 
opinions regarding their own emotional capabilities (Petrides, 2011:660). 
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For the purpose of this study, emotional intelligence referred to the ability to draw on 
affective information in a productive and adjusting way, in order to cope efficiently 
with everyday life’s challenges (Palomera et al., 2008:443). It implies awareness, 
understanding and regulating of and responding to emotions in the self and also in 
other people in social relationships. It further involves the ability to effectively and 
intelligently control and manage emotions in an appropriate and constructive way, 
and steering them in a proper direction to allow one’s behaviour to improve positive 
outcomes in a specific challenging situation.  
 
2.3 VARIABLES THAT INFLUENCE EMOTIONAL INTELLIGENCE 
 
2.3.1 Gender  
 
Females tend to score higher levels than males on EI measures, according to 
several researchers (Ponterotto, Ruckdeschel, Joseph, Tennenbaum & Bruno, 
2011:569; Joseph & Newman, 2010; Whitman et al., 2009:1060). In a study by 
Ciarrochi et al. (2001a:1112), women also performed better with regard to perceiving 
emotions, regulating the emotions of others, and utilising emotions. They also 
experienced more social support from peers, and were more content with the 
support they received. However, they did not fare better at regulating their own 
emotions. 
 
Petrides and Furnham (2006) conducted a study among British working adults, 
establishing that emotional intelligence played a role in how they identified with work 
control, aligned to a sense of fulfillment at work. They arrived at the conclusion that 
gender played a role, as there was proof of sex differences: males’ emotional 
intelligence projected negatively under noticeable stress-related work conditions, 
while the researchers could not find any important such projection in females 
(Furnham, 2012:19). Gaitniece-Putane (2006:26) also identified differences between 
boys and girls with regard to some elements of emotional intelligence, but not in the 
total scores. His observation was that females seemed to possess stronger 
interpersonal skills, especially empathy, awareness of emotions and social 
responsibility, while males scored higher with regard to their intrapersonal 
capabilities, such as independence and problem-solving (Gaitniece-Putane, 2006:27; 
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Slaski & Cartwright, 2002:66). A study conducted by Mavroveli, Petrides, Rieffe and 
Bakker (2007:263) established that boys with lower levels of emotional intelligence 
were more inclined to use maladaptive coping styles than girls.  
 
Yet, according to research undertaken by Bar-On (2006a:16), no major differences 
exist between males and females. Despite the fact that, statistically, gender 
differences did transpire for a small number of the assessed factors of the EQ-i, most 
of the results were insignificant. Additionally, a study by Hansenne and Legrand 
(2012:267) detected no significant gender differences. In many other studies, gender 
discrepancies have also been indecisive (Stys & Brown, 2004:ii).  
 
The reason for these discrepancies in results may be that the specific measurement 
choice could create inconsistencies (Hansenne & Legrand, 2012:267; Stys & Brown, 
2004:32). When ability performance measures were used, girls obtained higher 
scores, but when self-report measures were employed, no significant changes in 
gender differences were found. The possibility also exists that EI tests may be 
gender biased, seeing that nearly all the assessments have been developed and 
administered on similar genders (Cartwright & Pappas, 2008:158). 
 
2.3.2 Age 
 
A thought-provoking feature of EI is that there is evidence that it is developmental: it 
generally develops as a person ages and grows in experience. This fact has been 
confirmed by Berenson, Boyles and Weaver (2008:7) and Law et al., (2004:285). 
Similarly, Mayer et al. (1997) have established that emotional intelligence scores 
increase with age (Slaski & Cartwright, 2003:234), as is the case in other standard 
intelligence tests. Therefore, it is logical that EI is more associated with adulthood 
(Slaski & Cartwright, 2003:234; Tomer, 2003:457; Slaski & Cartwright, 2002:64). 
 
Bar-On’s EQ-i results identified a number of important variations between a group of 
older people, when compared with a younger group. The older group’s scores were 
notably higher than the younger group’s; participants older than forty years achieved 
the highest mean scores (Bar-On, 2006a:16). In a study, Gaitniece-Putane (2006:40) 
also found that the older group obtained higher emotional intelligence scores on 
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some of the emotional intelligence sub-scales. As a person’s EI improves with age 
and experience, more informed and rational decisions regarding appropriate 
emotional behaviour become possible.  
 
2.3.3 Socio-economic status 
 
Khan and Dar (2013:114) assert that emotional intelligence is associated with higher 
socio-economic status. People from higher socio-economic levels generally have 
more access to learning material and the available means to improve their learning, 
and they are more exposed to learning experiences (Khan & Dar, 2013:117). They 
also receive more support and rewards from their educators for their achievements, 
which contributes to their self-esteem and motivation. Therefore, they are more 
focused on the task at hand and able to persevere, without being influenced by their 
emotions, endorsing their emotional competencies. They are more confident, can 
stay calm, and are open to original ideas. They tend to be dedicated and meet 
commitments (Khan & Dar, 2013:118). Their successes further contribute to their 
higher socio-economic status. 
 
2.3.4 Cognitive abilities 
 
According to Mayer and Salovey’s (1997) model of EI, cognitive ability has an effect 
on an individual’s emotional intelligence and how he mentally uses his emotions to 
assist him in making the correct decisions or controlling his emotions when he has to 
concentrate on relevant issues (Brackett et.al., 2011:94). Yilmaz (2012:265) claims 
that the way in which an individual applies information on emotion gives an indication 
of that person’s intelligence. Increased productivity and performance in academic 
tasks are therefore strongly associated with emotional intelligence (Khan & Dar, 
2013:114). Such people are more able to develop their cognitive abilities further and 
find proper employment.  
 
People who are employed, are less troubled by health issues than unemployed 
people (Plaude & Rascevska, 2011:84). They are cognitively more developed, and if 
they also possess emotional intelligence, they will display less mental health issues. 
Their cognitive ability forms the foundation for their adaptability in their work situation 
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and the way in which they handle challenges. Therefore, people with higher levels of 
cognitive intelligence often display higher levels of emotional intelligence and coping 
skills (Plaude & Rascevska, 2011:84). The inter- and intra-personal competencies 
related to emotional intelligence play an important role in coping with problems in 
difficult situations. Therefore, Plaude and Rascevska (2011:95) have concluded that 
higher cognitive abilities in people are often complemented by emotional 
competencies, making the solving of complicated challenges easier for them. 
 
2.3.5 Culture 
 
Saarni (2009:23) emphasises the power of social context, including cultural values 
and beliefs, in the development of EI. It cannot be presupposed that all EI inventories 
will be suitable for all cultures. Different cultures have diverse values, which are 
relevant to their specific cultures (Palmer et al., 2007:73). Different cultures will also 
vary with regard to how emotions are expressed. Furthermore, members of different 
cultures will respond differently to research questions, based on the manner in which 
the (questionnaire) items are formulated.  
 
However, two research studies reported apposing results with regard to cultural 
groups (Gignac & Ekermans, 2010:640). In a study, Van Rooy, Alonso and 
Viswesvaren (2005:92) established that in the USA, Whites scored lower than Blacks 
on EI measurement. Contrary to these findings, White Canadian youth scored higher 
on EI measures than Aboriginal youth, according to Parker, Saklofske, 
Shaughnessy, Huang, Wood and Eastabrook (2005b:225). However, in research 
conducted by Gignac and Ekermans (2010:640), Whites and Blacks obtained the 
same scores.  
 
Although the construct of EI may be universal, the behaviour of individuals from 
different cultures may vary (Law et al., 2004:288). Palmer, Stough, Harmer and 
Gignac (in press:5) are of the opinion that emotional knowledge is culturally specific. 
It may be that EI tests are culturally influenced, seeing that a number of tests have 
been designed and administered on similar cultural groups (Cartwright & Pappas, 
2008:158). It is widely accepted that cultures have different values and may 
therefore also differ with regard to their understanding of and responses to the items 
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in different EI questionnaires (Libbrecht, De Beuckelaer, Lievens & Rockstuhl, 
2012:2). Therefore, the compatibility of measures developed for the Far East with 
West European countries is questionable; it should not be assumed that such 
measures will be suitable across the board. Items that do not assess only EI per se, 
but also evaluate a person’s motivation and self-efficacy, can be viewed as 
extremely susceptible to cultural differences (Libbrecht et al., 2012:3). 
 
Gaitniece-Putane (2006:26) also refers to cultural differences with regard to 
emotional intelligence. Gaitniece-Putane (2006:39) cautions that cultural differences 
might have caused the results obtained in their Latvian study to differ from those of 
other studies. It may therefore be concluded that although the existence of cultural 
differences is acknowledged, research regarding the relation between culture and EI 
is inconsistent and inconclusive and can therefore not be generalised (Gignac & 
Ekermans, 2010:640). However, Ponterotto et al. (2011:558) contend that persons 
with a ‘multi-cultural personality’ will be more sensitive culturally and have more 
empathy with the different cultures found in a group; be more open-minded; be 
emotionally more stable; take more social initiative; and be more flexible in multi-
cultural situations. These characteristics correlate strongly with the traits of emotional 
intelligence, especially with regard to cultural empathy and social initiative 
(Ponterotto et al., 2011:569). 
 
2.4 HISTORICAL PERSPECTIVE ON DEVELOPMENT OF EMOTIONAL 
INTELLIGENCE 
 
Emotional intelligence (EI) is not a new or modern theory in psychology. Initially, 
psychologists’ studies on intelligence focused on natural intellectual attributes, such 
as memory and problem-solving. Even though the focus was on intelligence per se, 
several psychologists gradually started to acknowledge the importance of non-
cognitive elements, such as competencies and skills, in memory and problem-
solving functioning (Kaufhold, Lori & Johnson, 2005:617) and, as a result, the focus 
was continuously broadened.  
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1800s 
 
According to Bar-On (2006b:13; 2003:4), the first scientific work on ‘emotional and 
social intelligence’ was published by Charles Darwin as early as 1872. His 
investigation was based on the function of emotional communication in adjustment 
and endurance (Darwin, 1872).  
 
Early 1900 
 
In 1909, Dewey made reference to the necessity for emotional literacy, which he 
perceived as moral education. His view was based on the fact that lessons taught to 
learners had a greater impact and were more effective if derived from existent 
occurrences and not just abstract lessons (Liau, Liau, Teoh & Liau, 2003:51; Elias, 
Hunter & Kress, 2001:134). 
 
1920-1930 
 
Prof. Edward L. Thorndike (1920) is described as one of the first leaders in the field 
of EI, which he initially referred to as social intelligence (Di Fabio, 2012:54; Furnham, 
2012:3; Nooraei & Arasi, 2011:45; Petrides, 2011:656; Klem & Schlechter, 2008:9; 
Dulewicz, Higgs & Slaski, 2003:405). Several initial investigations of social 
intelligence concentrated on explaining, describing and measuring socially capable 
behaviour (Bar-On, 2006a:13; 2003:4).  
 
Thorndike defines social intelligence as a wide range of capabilities that individuals 
have power over as their fluctuating quantities of various intelligences, such as 
having the capability to form good relationships with other people (Elias et al., 
2001:133). Thorndike proposes that the forming and maintaining of good 
relationships be viewed as components of IQ (Olivier, 2004:14; Bar-On & Parker, 
2000:137; Hedlund & Sternberg, 2000:137). He also asserts that social intelligence 
comprises the capacity to be aware of the differences between male and female, 
how to cope with the different genders, and to be sensitive to people when 
establishing personal relationships (Klem & Schlechter, 2008:10; Goleman, 
2001a:16). 
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In the late 1920s, Mary Parker Follet presented a paper at the Boston University, in 
which she argued for training in emotion, including imagination and sympathy, rather 
than mental thinking alone (Reilly, 2005:302). 
 
1930-1950 
 
In 1935, Edgar Doll designed the first questionnaire to measure ‘socially intelligent 
behaviour’ in young children (Bar-On, 2006b, 12). E.L. Thorndike’s efforts to assess 
social intelligence were also re-examined by Robert Thorndike and Saul Stern in 
1937. 
 
However, the behaviourist theories and IQ testing movements rejected the concept 
of EI, despite the fact that David Wechsler (1940) carried on expanding on 
commonly used IQ tests. He was the first researcher to state that more than one 
intelligence existed, in fact a series of intelligences, additional to the accepted IQ, 
which all formed part of a person’s general intelligence (Orme, 2001:20). In his 
renowned test of cognitive intelligence, Wechsler incorporated Comprehensions and 
Picture Arrangements as subscales, intending to assess components of social 
intelligence (Bar-On, 2006a:13). Additionally, Wechsler acknowledged that non-
cognitive characteristics of intelligence were very important for a person’s adjustment 
and accomplishment in life (Kaufhold et al., 2005:617).  
 
1950-1970 
 
Abraham Maslow, a well-known humanist, contends that a person’s emotional 
capacity can be developed (Jaffe, 2004:104; Cherry, n.d.:1).  
 
After 1960, some theorists began to suggest that there was more to education than 
mere rote learning. They argued that schools should creatively stimulate learners 
beyond basic mental processes, like memorisation, in order to promote proper 
learning, which would help learners to adjust and be more successful, both in their 
school careers and in life (Jaffe, 2004:103).  
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During the 1960s, Van Ghent (1961) used the word EI in a very casual manner in 
literary criticism, while Leuner (1966) did the same in the field of psychiatry 
(Mavroveli et al., 2007:263; Payne, 1985:165).  
 
1970-1990 
 
In contrast to the focus on intelligence per se during the 1960s, the attention turned 
to scientific research on emotions in the 1970s (Goleman, 1996). In 1975, Gardner 
published his book with the title The Shattered Mind, in which he attempted to 
configure the conceptualisation of the mind and claimed that intelligence was not a 
single construct (Jaffe, 2004:104).  
 
In the 1980s, there was a growing interest in psychology that involved the normative 
relations of emotion and thought. While the relation between emotion and cognition 
remained rather neutral pertaining to intelligence, associations with other thoughts 
were more interested in the notion that emotions interconnect with thinking in a 
useful manner. For example, researchers investigated whether some individuals 
could control their emotions better than others (Mayer et al., 2004:198). During this 
period, attention also turned to the work of Robert Sternberg and Howard Gardner, 
who renewed the interest in social/emotional intelligence (Elias et al., 2001:134). 
 
In 1983, Gardner drew further attention to the theory of EI when he introduced the 
concept of multiple intelligences in his well-known book with the title Frames of Mind: 
The Theory of Multiple Intelligences (Hawkey, 2006:138; Schutte, Malouf, Hall, 
Haggerty, Cooper, Golden & Dornheim, 1998:167). He described a person’s multiple 
intelligences as his competences that allowed him to solve problems or produce 
products that are appreciated in various cultures (Furnham, 2012:5; Bender, 
2002:47). Gardner concluded that these intelligences consisted of an assortment of 
talents that were not being assessed by the traditional IQ tests (Weiten, 2007:364).  
 
Within his notion of multiple intelligences, Gardner (2004:239) purported that a 
person’s internal and outward aspects of development, which he referred to as 
‘intrapersonal’ and ‘interpersonal’ intelligences, were just as significant as the 
cognitive aspects of intelligence (Kaufhold et al., 2005:617; Bender, 2002:49; Taylor, 
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2001:71). Intrapersonal intelligence includes the ability to understand one’s own 
nature, strengths and weaknesses, using the information for optimum functioning. 
Interpersonal intelligence, on the other hand, refers to a person’s understanding of 
other people and competence in social situations, such as forming and maintaining 
good interpersonal relationships (Petrides, 2011:656; Klem & Schlechter, 2008:10). 
 
In the 1980s, reference was first made to the term emotional quotient (EQ) 
(Cherniss, 2001:9; Bar-on, 2000:363). Twenty years after Leuner, the construct of EI 
was presented by Payne (1985) in a manner similar to the existing concept of 
emotional intelligence (Di Fabio, 2012:55; Petrides, 2011:656; Mayer et al., 
2004:198). Wayne Payne (1985) produced his theory in his doctoral thesis, A Study 
of Emotion, Developing Emotional Intelligence, in which he pioneered the use of the 
latter term (Payne, 1985:165).  
 
However, Keith Beasley (1987) claimed to be the first person to refer to the concept 
as Emotional Quotient (EQ), in an article published in Mensa Magazine. He was 
subsequently challenged in this regard by Reuven Bar-On (2006), who asserted that 
he had used the term before Beasley in his unpublished thesis (Cherry, n.d.:1). It 
was in 1988 that Bar-On further investigated a theory of emotional and social 
intelligence performance, and expanded on it by developing the Emotional Quotient 
Inventory (EQ-i) to evaluate emotional intelligence (Goleman, 2001a:17; Bar-On, 
2000:363).  
 
Greenspan presented his model of emotional intelligence in 1989 (Perez, Petrides & 
Furnham, 2005:124).  
 
Since 1990 
 
The past two decades have seen the emergence of new insights and perspectives 
on emotional intelligence (Plaude & Rascevska, 2011:84). Although Thorndike 
contended as far back as the 1920s that social ability was a significant element of 
intelligence, it was only during and since the 1990s that researchers have begun to 
show a more profound interest in social intelligence, personality and well-being 
(Palmer etal., 2007:55; Olivier, 2004:6; Hedlund & Sternberg, Van Der Zee et al., 
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2002:103). During this time, the focus shifted from social intelligence to social 
interpersonal relationships (Bar-On, 2006a:13; Fitness, 2001:98; Flury & Ickes, 
2001:113).  
 
In 1990, Salovey and Mayer presented their two groundbreaking scientific articles on 
the concept of emotional intelligence (Mayer & Caruso, 2002:1). Their first model on 
emotional intelligence was introduced in their milestone article titled Emotional 
Intelligence. Salovey was at Yale University, while Mayer was at the University of 
New Hampshire when they published this ground-breaking article on EI (Goleman, 
2001a:17). 
 
Gradually the ability model was distinguished from the trait model (Yilmaz, 2012:264; 
Mavroveli et al., 2007:263; Petrides & Furnham, 2000). The theory of emotional 
intelligence postulated by Salovey and Mayer (1990) focuses on the ability that 
people possess to acknowledge, grasp and handle their own emotions, to distinguish 
between them and to utilise the information to direct their own thinking and actions 
(Klem & Schlechter, 2008:10; Connelly, 2007:7; Mestre, Guil, Lopes, Salovey & Gil-
Olarte, 2006:112; Kaufhold et al., 2005:618; Tomer, 2003:458).  
 
The model of Salovey and Mayer established a clear link between EI and mental 
health (Salovey, Stroud, Woolery & Epel, 2002:612; Taylor, 2001:67). Ciarrochi et al. 
(2001a:1105) assert that EI is separate from conventional personality and IQ 
assessments, but that these assessments are vital in forecasting several factual 
results. The issue was being popularised in magazines such as Time Magazine 
(1995), with the following phrase appearing on the front cover: ‘emotional intelligence 
may be the best predictor of success in life, redefining what it means to be smart’ 
(Ciarrochi et al., 2001a:1105). 
 
The contemporary scientific notion regarding EI is that people deal with emotional 
information they encounter, make an effort to understand it and use it to their own 
advantage (Mayer & Caruso, 2002:1). Based on their combined research, Mayer and 
Salovey (1990) began to suggest that EI be used to describe the competency of 
people being capable to take care of their own emotions as ‘the subset of social 
intelligence that involves the ability to monitor one’s own and others’ feelings and 
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emotions, to discriminate among them and to use this information to guide one’s 
thinking and actions (Klem & Schlechter, 2008:10).  
 
Then, in 1995, Goleman published his book with the title Emotional Intelligence - why 
it can matter more than IQ, which became a popular bestseller. Through that, the 
concept was popularised widely in the public arena, while the debate on EI 
continued, with the focus on life success (Goleman, 2001; Bar On, 1979). 
 
The work of other scientific theorists like Robert Sternberg (1996) subsequently 
added to the renewed awareness of social/emotional intelligence. Sternberg is of the 
opinion that people’s intelligence can be developed by affording them possibilities to 
think analytically, creatively and practically. That is why he refers to his work as 
triarchic intelligence (Moreno, 2010:45). Sternberg (1996:12) asserts that successful 
intelligence is interconnected with what people perceive as significant in life. 
 
As emotional intelligence is still a relatively young science, scientists and authors are 
constantly discussing and debating the topic. Against the historical background of 
the development of EI, it seems that it has always been a natural phenomenon for 
people to use their innate abilities to cope, to stay alive and to live life (Olivier, 
2004:6; Bar-On, 2001).  
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2.5 BRAIN FUNCTIONING: WHERE AND HOW EMOTIONS FIT INTO IT 
 
FIGURE 2.1: View of the brain’s different components and functions 
 
Adapted from: http://mashable.com/2012/02/06/brain 
 
The brain is regarded as a ‘living system’ that forms the basis of human functioning, 
and consists of a close combination that links the body, mind and emotions, as 
explained by Caine and Caine (2001), cited in Cohen and Sandy (2003:45). 
Regardless of the fact that emotions and thoughts are controlled by an identical 
neural circuitry and are connected, distinctions can still be drawn between them 
(Bar-On & Parker, 2000).  
 
The Limbic system, or emotional region inside the brain, is the location where we 
document our emotional memory, while the body responds to the emotion (Corrie, 
2009:53). This system is open to outside influences, and emotional learning involves 
the removal of old routes and the creation of new ones through exercise and effort.  
 
According to Van Jaarsveld (2003:59), LeDoux played a major role in determining 
the role of the Amygdala in the Limbic system, or emotional brain. The two 
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Amygdalas are located within the framework of the Limbic system, one on each side 
of the almond-shaped limbic area, near the brain stem. They serve as the centre 
where emotional memories and reactions come from and are saved (Olivier, 
2004:13). Moreno (2010:74) and Goleman (2005:18) confirm that the amygdala is 
directly responsible for human emotional learning and emotional memory. Literature 
confirms that the Amygdala is responsible for the collecting and keeping of emotional 
memories (Corrie, 2009:54; Orme, 2001:32). It operates as the focal point of reaction 
of the behavioural centre of the brain, allowing us to take swift action when we find 
ourselves in a threatening setting (Corrie, 2009:55). 
 
LeDoux’s investigation also proved that, in some instances, a spur or signal can go 
straight to the Limbic system, before there is a possibility for the cortex (cortical 
layers are the wrinkled parts of the brain) to take effect and think, translate it into 
language, and decide about it (Gazzard, 2002:21). The response is then faster, but 
can be less precise and even illogical at times (Olivier, 2004:13). Bechara, Damasio 
and Bar-On (2007:275) also explain that the Amygdala plays a part in activating 
emotions when the emotionally capable stimulus is in close proximity, whilst the 
orbitto frontal/ventromedial prefrontal cortex is deemed to be kept busy when the 
memory is trying to remember the emotional occurrence. For this reason, Goleman 
(2004:12) argues that emotions can ‘influence the rest of the brain, including its 
centres for thought’. 
 
Researchers often debate the question whether we are driven by our thinking or our 
feelings. Goleman (2004:8) is of the opinion that there are two basic ways in which 
we act in different situations, namely with an emotional mind, or with a rational mind. 
Basically, this means that we have two minds, ‘one that can ‘think’ – the head, and 
one that can ‘feel’ – the heart’ (Schonert-Reichl & Hymel, 2007:20). These two basic 
ways of awareness act reciprocally, to build our mental life and determine how we 
feel and act. The two minds should be ‘balanced partners’; the rational and 
emotional minds must be in equilibrium in a person’s functioning (Freshwater & 
Stickley, 2003:91). The relation between thinking and feeling is based on the fact 
that both are situated in the brain and are seen as the origin of our behaviour 
(Yilmaz, 2012:262). 
 
 44 
 
Based on research studies, Caruso and Salovey (2004:ix) assert that the emotion 
centre of the brain is not reduced in importance by taking a second place in our 
logical thinking, but rather forms an essential function of what it means to think, 
analyse ideas and make informed decisions about conduct. Damasio (1999 & 2003), 
as cited in Bechara et al. (2007:275), concurs with this view, adding that emotional 
feelings are not related only to a person’s body, but also to what happens in the 
person’s mind. 
 
Orme (2001:30) points out the impact that emotions have in our lives stating that the 
perception that emotions ‘get in the way’ is simply based on the fact that we do not 
know how to be aware of them, control them and add meaning to what is happening. 
The strength lies in recognising our emotions by adjusting our thoughts, feelings and 
actions. In our daily lives, we carry our emotions in our minds. According to 
Weisinger (1998:1), the main aspect of one’s emotions is to utilise one’s emotions 
intelligently, which means that you will consciously allow your emotions to work for 
you, by using them to direct the way in which you construct your viewpoint and 
conduct yourself in a manner that will improve your outcomes.  
 
This is where a person’s EI comes into play. The intelligent handling of our emotions 
implies that we have control over our own emotional lives. This signifies that, as an 
individual, one has the capability to make use of one’s own feelings as a way of 
grasping and steering your own behaviour appropriately (Tugade & Fredrickson, 
2002:335). 
 
2.6 EMOTIONAL INTELLIGENCE AND RELATED CONSTRUCTS 
 
2.6.1 Emotional intelligence and work success 
 
The correlation between intellect and emotions confirms the link between EI and 
cognitive functioning (Bracket et al., 2011:94). An intelligent person is expected to 
think more logically about emotion-related matters and regulate his behaviour 
accordingly. Literature abundantly confirms the relation between EI and academic 
performance (Patterson, 2013:1; Hansenne & Legrand, 2012:265; Nooraei & Arasi, 
2011:45; Aremu, Tella & Tella, 2007; Bar-On, 2007:8; Schoner-Reichl & Hymel, 
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2007:23). It indicates that EI improves a person’s attitudes, positive behaviour and 
academic achievement.  
 
People with a high EI tend to be clear about their goals and are willing to persevere 
in order to reach these goals. They also continue their academic learning after 
school and can therefore apply for specific specialised positions and enter the 
market as successful professionals (Khan & Dar, 2013:17). Although technical and 
intellectual skills are important, ‘it is emotional intelligence (EI) that is often the 
attribute that distinguishes outstanding performers from average performers’ 
(Patterson, 2013:2).  
 
It seems logical that EI is a significant element at work, because emotions form part 
of all work and social practices (Palmer, 2007:9). Goleman (1995:34) states that EI 
could be ‘as powerful, and at times more powerful, than IQ’, to ensure success in 
work execution. Goleman later (2001a:22:23) explained that, for certain professions, 
such as the medical profession, IQ is vital, but in situations where IQs are equal, 
individuals with a higher EI will fare better.  
 
However, with regard to work success, research reflects mixed findings. On one 
hand, some research maintains that an increase in EI translating into an increase in 
academic performance and success (Palomera et al., 2008:443; Brackett & Katulak, 
2007:1; Grant, 2007:258), better estimates of associations and the ability to inspire 
with encouraging messages (Mayer et al., 2004:209). Slaski and Cartwright 
(2002:64) maintain that an individual’s inability to manage work pressure, handle 
frustration, and manage emotions efficiently is influenced by his EI, which plays a 
major part in how successful he is in the workplace, as well as in his psychological 
welfare at work.  
 
Research by Berenson et al. (2008:5) has also established a clear correlation 
between EI and success. In yet another study, by Cartwright and Pappas 
(2008:159), the results indicated that emotionally intelligent people were able to 
develop more unified and efficient work groups, in a shorter space of time, than their 
fellow-workers whose emotional intelligence was of a lower degree.  
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Success in the workplace is probably based on success in dealing with 
environmental demands and pressures (Stys & Brown, 2004:11) and proper social 
relationships between colleagues (Petrides, 2011:669; Palomera et al., 2008:443). 
Successful individuals are those who acknowledge their strengths and weaknesses, 
benefit from their strengths and make an effort to remedy their weaknesses in the 
workplace (Hedlund & Sternber, 2000:136), thus displaying emotional intelligence.  
 
Persistence and resilience are characteristics of persons with higher levels of EI and 
are related to their self-efficacy (Berenson et al., 2008:7). Feedback on the Bar-On 
EQ-i (2006a:14) can predict on what a person should focus to improve success and 
happiness at work. It seems accurate that EI correlates with entrepreneurial 
behaviour (Ciarrochi et al., 2001a:1105). For this reason, many organisations have 
embraced EI in their businesses, benefitting from rewarding relationships, valued 
attributes, increased productivity and bigger profits. 
 
On the other hand, some studies established no relation – or an inconsistent relation 
– between EI and work success. For example, in a study conducted by Hansenne 
and Legrand (2012:265), no correlation was found between EI and academic 
performance. It seems that EI correlates well with certain jobs that require a high 
degree of emotional labour and the display of positive emotion, such as teaching and 
social work (Joseph & Newman, 2010:54). Nevertheless, the claim remains that EI 
can ensure success in the workplace, though more empirical evidence for this is still 
needed (Ciarrochi et al., 2001a:1105).  
 
2.6.2 Emotional intelligence and leadership 
 
In the literature, leadership is usually correlated with intelligence, personality type 
and emotional intelligence (Benjamin et al., 2012:55; Cavazotte et al., 2012:444; 
Aremu et al., 2007:2). According to Mavroveli et al. (2007:263), persons with high 
levels of emotional intelligence are more often nominated for leadership positions. A 
visionary leader, who displays emotional intelligence competencies, will illustrate 
self-assessment regarding his own strengths and weaknesses, self-confidence, and 
a positive self-image. Furthermore, such a leader will be able to execute self-control 
and show initiative, take responsibility, be flexible and conscientious, and strive 
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towards excellence. The emotionally intelligent leader will also have empathy, be a 
good listener, be able to take decisions and meet the needs of others. He will be 
able to inspire, influence, motivate and send clear messages to others, be a change 
agent and resolve conflict, while maintaining strong relationships and working well 
within a team (Benjamin et al., 2012:55; Cavazotte et al., 2012:444; Aremu et al., 
2007:2). 
 
The different leadership styles, namely coercive (demanding obedience), 
authoritative (goal-directed), affiliative (striving towards harmony), democratic 
(applying the principle of consensus), pace-setting (self-directed), and coaching (with 
a focus on development) all display some of the elements of emotional intelligence, 
through which a specific work ethos is created (Benjamin et al., 2012:55). These 
elements include responsibility, flexibility, quality, compensation, precision and 
commitment.  
 
More recently, emotional intelligence has been positively associated with 
transformational leadership (Cavazotte et al., 2012:445). It seems that researchers 
postulate that successful transformational leaders must display EI (Stys & Brown, 
2004:29) in order to motivate their colleagues and form strong relationships. They 
must be able to create reciprocal trust, respect, affection and connection between 
colleagues.  
 
George (2000), as cited in Gardner and Stough (2002:70), argues that leaders who 
are well acquainted with their own feelings and the feelings of others, and find it 
useful, will have a benefit over others and will be able to handle work stress better 
(Slaski & Cartwright, 2003:235). They also assert that leaders who have an above-
average EI may be in an improved position to acquire dedicated teams and to 
associate with people in an able and effective manner.  
 
Goleman (2001b:40) claims that EI will enable a leader to create a work climate that 
will favour success. Ashkanasy and Dasborough (2003:19) postulate that it is 
generally accepted that leaders with a high EI are in a better position to handle their 
own and their workers’ emotions and group pressures more efficiently, but they also 
mention the possibility that controlling leaders could exploit their own EI. In the case 
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of transactional leaders, the focus is more on discipline, reward for performance, 
task completion and work standards than on social relations (Stys & Brown, 
2004:29).  
 
Antonakis, Ashkanasy and Dasborough (1990:260) have concluded that research to 
correlate leadership with EI has not been vigorous enough. They argue that EI might 
make it difficult for leaders to take decisions if they always have to take their own 
and every other individual’s feelings into consideration. So, it seems that there are 
two extreme perspectives on leadership and EI: Goleman represents the popular 
notion that leaders could only benefit from a higher level of EI. However, the more 
scientific approach cautions that findings to prove this must still be further 
substantiated (Cavazotte et al., 2012:453), because of the criticism against the 
validity and predictive value of current EI inventories.  
 
2.6.3 Emotional intelligence and mental health/well-being 
 
Research has established that higher levels of EI contribute to a person’s well-being 
and play an important role in the growth of self-esteem and constructive mood 
regulation (Schutte, Malouff, Simunek, McKenley & Hollander, 2010:770; Salovey & 
Mayer, 1990:209). People who are more in touch with their own emotions tend to be 
less depressed, healthier and emotionally well (Mavroveli et al., 2007:263). It is 
significant in our contemporary era that if one displays emotional intelligence, one 
has a better chance of dealing with life’s demands and can control one’s emotions 
efficiently, because both handling and controlling emotions contribute to good mental 
health (Taylor, 2001:67).  
 
Emotional intelligence is ‘an emerging construct for applied research and possible 
interventions, in scholastic, academic and educational contexts, organisational 
contexts, as well as at an individual level in terms of people’s well-being and life 
satisfaction‘ (Di Fabio, 2012:1). 
 
Competencies related to EI should assist people in handling negative emotions and 
replacing them with positive emotions, to increase their emotional well-being and 
reduce their internal, external and learning problems (Brackett et al., 2011:95). 
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Petrides (2011:668) agrees that EI correlates with both mental and physical health 
and has been found to be a strong predictor of life satisfaction, appropriate coping 
styles, psychological adaptation in life situations, positive social relationships and 
more acceptable behaviour (Ponterotto et al., 2011:569; Palomera et al., 2008:443; 
Petrides, Perez-Gonzalez & Furnham, 2007:33; Stys & Brown, 2004:33). Palomera 
et al. (2008:443) also maintain that higher levels of EI lead to better management of 
emotions, better adaptation, less stress and more work satisfaction; it also 
decreases the possibility of teacher burnout. This has also been confirmed by 
Brackett and Katulak (2007:4) and Slaski and Cartwright (2003:238).  
 
During his investigations, Bernet (1996) also established that the mind’s 
understanding of emotion was closely linked to mental health (Schutte et al., 
1998:169). Anxiety and depression are real-life situations that normally have a 
negative effect on people’s lives and require them to seek specialist psychological 
help. The capabilities linked with EI should assist people in taking care of adverse 
emotions, which will encourage them to form positive feelings, which in turn will 
assist them in their personal growth and mental health/well-being (Brackett et al., 
2011:94). 
 
2.6.4 Emotional intelligence, social competence and interpersonal 
relationships 
 
It is generally assumed that EI encourages positive social relationships and 
behaviour through the individual’s awareness of other people’s emotional conditions 
and embracing of others’ viewpoints, improving interpersonal communication and 
adjusting his behaviour to contribute to good relationships (Brackett et al., 2011:96). 
Mavroveli et al. (2007:263) verify that emotional intelligence correlates well with pro-
social behaviour.  
 
It can be expected that persons with higher levels of EI will find it easier to form 
relationships and obtain social backing (Ciarrochi et al., 2001a:1115). It is reasoned 
that emotional intelligence helps people to become aware of emotions, form strong 
interpersonal relationships, solve problems successfully, make responsible choices 
and avoid dangerous behaviour (Beland, 2007:68).  
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The strong correlation between social interaction and emotional intelligence is also 
confirmed by Bar-On (2009:7). Furthermore, Ponterotto et al. (2011:559) indicate 
that social coping is strongly related to emotional intelligence. Palomera et al. 
(2008:443), too, assert that EI enables people to improve personal and social 
functioning and form stronger ties with others. In addition, it reduces unacceptable 
social behaviour, such as aggression. The requirements in the future workplace 
include social competencies such as professionalism/work ethics; 
collaboration/teamwork; communication skills; and social responsibility, more so than 
mathematics and science (Beland, 2007:68). 
 
2.6.5 Emotional intelligence and alexithymia 
 
Alexithymia originated from the terms lexis and thumos, which literally refer to ‘lack 
of words for emotions’. The psychoanalyst Peter Sifneos coined the term in the early 
1970s (Bar-On & Parker, 2000:68). Alexithymia signifies a psychiatric disorder, in 
terms of which the person finds it difficult to verbally identify and name his feelings 
(Stys & Brown, 2004:28; Taylor, 2001:68), that is, the inability to understand, process 
and verbalise emotions (Bar-On, 2006a:13; Taylor & Bagby, 2000:41).  
 
Research results clarify that EI demonstrates how people mentally deal with and 
direct emotions. EI therefore differs from Alexithymia in that it involves the cognitive 
processing of emotions, whereas Alexithymia denotes the lack of capacity to label 
feelings by using a name/term for it. 
 
2.7 MODELS REPRESENTING ESSENTIAL COMPONENTS OF 
EMOTIONAL INTELLIGENCE 
 
2.7.1 Introduction 
 
Several scientists have listed different essential components of EI. All of these 
authors agree that these components can be attributed to the development of a 
person in his totality (Weiten, 2007:365; Wakeman, 2006:72; Van der Merwe et al., 
2005:35; Mayer et al., 2004:197; Mayer & Caruso, 2002:2; Schutte et al., 2002:769). 
According to Giesecke (2007:2), the essence of EI is encapsulated in two main 
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notions, namely the ability to handle one’s own emotions; and the competence to 
grasp and acknowledge the emotions of other people. These notions have also been 
confirmed by Palmer et al., (2007:57). However, some other models have expanded 
on these notions. 
 
Although different models of EI have developed over recent decades, they are not 
significantly different, as more correlating than differing factors can be identified 
among them (Yilmaz, 2012:264; Ciarrochi et al., 2001a:1106). For example, all these 
models focus mainly on the mental awareness and management of emotions (Stys & 
Brown, 2004:23).  
 
2.7.2 Two broad categories of models 
 
The scientific literature indicates that, since the 2000s, each of the different 
theoretical paradigms of emotional intelligence could be classified into one of two 
main categories of components (Palmer et al., in press:5; Benjamin et al., 2012:54; 
Hansenne & Legrand, 2012:265; Bracket et al., 2011:90; Lewis, Rees, Hudson & 
Bleakley, 2005:342; Stys & Brown, 2004:4; Mayer, Caruso & Salovey, 2002:1; 
Petrides & Furnham, 2000:314), as introduced below: 
 
2.7.2.1 Ability models 
 
Mayer and Salovey’s (1997)ability model is a well-known example of an ability model 
and posits EI as a type of intellectual ability that involves cognitive/mental abilities to 
rationally think about, process and deal with emotions, thus perceiving, 
understanding, facilitating and regulating emotions, for the sake of appropriate 
behaviour (Bracket et al., 2012:219). Ability models describe EI as an array of mental 
capabilities regarding emotions that deal with emotional details through logical 
thinking, such as the ability to be aware of one’s own emotions and steer them in the 
right direction, as postulated by Mayer and Salovey (1997). Petrides and Furnham 
(2001:427) refer to these capabilities as a person’s ‘cognitive-emotional ability’. 
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2.7.2.2 Mixed models 
 
Alternatively, a mixed model includes more than cognitive components, such as 
personality attributes, behaviour competencies and emotional based traits. Mixed 
models provide a broader, all-encompassing scope of cognitive abilities, such as the 
models of the following researchers: 
 
i) Bar-On (1997), who included other emotionally based personality and 
motivational qualities and characteristics, referred to as personality 
attributes, in his model. 
 
ii) Goleman (1995), who included additional behaviour competencies in 
his model (Bracket et al., 2011:90). These competencies consist of a 
group of emotional competencies, described as learned behaviour 
competences, which are rooted in EI and can be developed, such as 
the social skills of good communication and forming positive 
relationships e.g. Goleman, (2001); Yilmaz (2012:264); Lewis et al., 
(2005:3390; Boyatzis, Goleman & Rhee (2000).  
 
iii) Petrides and Furnham (2000), who constructed an idea of EI as 
emotional based traits (Palmer et al., in press:5). Petrides and 
Furnham (2001:427) refer to these traits as ‘emotional self-efficacy’ 
(Ponterotto et al., 2011:96; Schutte, Malouff & Bhullar, 2009:120). 
 
Traits of EI that reflect emotional self-efficacy include a variety of socio-emotional 
self perceptions of characteristics, related to affect (Petrides, 2011:657; Petrides & 
Furnham, 2001, 2003), such as adaptability, flexibility, empathy and assertiveness 
(Petrides, 2011:657; Mavroveli et al., 2007:263; Perez et al., 2005:1; Petrides & 
Furnham, 2000:314).  
 
Additional emotional components that are added in mixed models include aspects 
such as adjustment, passion, motivation, commitment, optimism, determination, 
tolerance and self-discipline (Fiori, 2008:22), patience, confidence, independence, 
happiness and cheerfulness (Simmons, 2010).  
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2.7.3 Overview of various models of emotional intelligence 
 
Several leading authors in the field of Social Science have constructed different but 
overlapping models of EI and grouped them into logical categories of components 
(Palmer, 2007:4). These models of EI can be distinguished according to their focus 
on mental abilities, behavioural competencies, and character traits (Palmer, 2007:4; 
Palmer et al., 2007:56). 
 
The following three models are well known in the research arena and will be 
discussed in detail. Each of these models also has its own assessment inventory, 
based on its respective theory. However, many more models and inventories can be 
found in the literature; some of the latter will also be discussed briefly. 
 
2.7.3.1 Salovey and Mayer’s Ability Model of Emotional Intelligence 
 
Peter Salovey, a Professor in the Department of Psychology at Yale University, and 
John Mayer, a Professor of Psychology at the University of New Hampshire (Mayer, 
Salovey & Caruso, 2004:197), initiated their model in 1990, when they published two 
scientific articles in which they coined the term ‘emotional intelligence’ (Fiori, 
2009:21; Kristjánsson, 2006:41; Ghorbani, Bing, Watson, Davison & Mack, 
2002:298; Mayer & Caruso, 2002:1; Schutte et al., 1998:168). Yilmas (2012:262) 
concurs that Salovey and Mayer introduced the term ‘emotional intelligence’.  
 
Mayer et al. (2004:198) contend that EI forms part of a category of new intelligences, 
which comprise the social, practical and personal intelligences, referred to as the 
‘hot’ intelligences, which are increasingly regarded as essential in understanding the 
role of feelings in human thinking and relationship. This description illustrates that 
these intelligences function on ‘hot’ cognitions, which are taking care of issues on a 
personal and emotional level, and display a person’s emotional intelligence, as 
opposed to the traditional so-called ‘cool’ cognitive intelligence (Mayer, Caruso, 
Panter & Salovey, 2012:502).  
 
Goleman (2001a:17) has summarised Salovey and Mayer’s (1990) initial hierarchical 
model of emotional intelligence as being able to keep track of one’s own and other 
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people’s emotions, differentiate between these emotions, and apply the knowledge 
that is useful in order to give direction to one’s responding actions (Ciarrochi et al., 
2001a:1106). Having noticed the need to differentiate between emotional intelligence 
abilities and social characteristics, Salovey and Mayer (1990) have developed a 
model, with a significant focus on cognition. This was a much clearer model than the 
previously vague models of EI (Petrides & Furnham, 2000:313). The focal point of 
Mayer, Salovey and Caruso’s (2000) investigation was the advancement and 
validation measures of emotional abilities (McCrae, 2000:264). They suggest that 
people differ in their ability to mentally deal with information of an emotional 
character. 
 
Their initial model proposed that emotional intelligence included three components 
that were associated with areas outside the traditional scope of intelligence, namely: 
 
• the assessment and demonstration of emotions in the self and in others, such 
as empathy; 
• the control of emotions in the self and in others; 
• the use of and redirecting of emotions in order to resolve problems, by being 
flexible, creative and motivated (Klem & Schlechter, 2008:10; Kaufhold et al., 
2005:618; Goleman, 2001a:17; Petrides & Furnham, 2000:313). 
 
Subsequently, an amended model was presented by Mayer and Salovey (1997) that 
reconfigured and redefined emotional intelligence from the more fundamental 
emotions, with the focus essentially on incorporating the emotional with the cognitive 
aspects, to further rationalise emotion and increase thinking by applying emotion 
(Salovey & Caruso, 2010:3,4; Klem & Schlechter, 2008:10; Goleman, 2001a:18; 
Mayer, Petrides & Furnham, 2000:313; Schutte et al., 1998:168). Emotions are 
understood to be ‘useful sources of information that help one to make sense of, and 
navigate the social environment’ (Salovey & Grewal, 2005:281). The amended 
model consists of the following four branches of emotional abilities (Brackett et al., 
2011:91; Mayer, Salovey & Caruso, 2004:199; Mayer, Salovey, Caruso & Sitarenios, 
2003:97): 
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• Emotional perception and identification (Mayer & Salovey, 1997): the 
individual is able to precisely perceive and identify his own emotions and 
should also have the ability to be aware of the emotions of other people. 
• Emotional facilitation (use of) and integration of thinking, reasoning, decision 
making, problem solving, and creativity: the individual is susceptible to and 
tuned into emotions and displays the ability to understand that different 
perspectives may exist that can support problem solving. 
• Emotional understanding and analysis: the individual is able to examine and 
control his emotions and those of others, which may frequently be 
complicated and conflicting.  
• Emotional management, reflective regulation and directing of emotions: the 
individual is capable of managing his own emotions and those of others by 
means of appropriate responses and in such a manner that harmful emotions 
can be reduced, by making constructive use of positive emotions to promote 
emotional growth (Klem & Schlechter, 2008:10; Weiten, 2007:365; Caruso & 
Salovey, 2004:199; Stys & Brown, 2004:5; Goleman, 2001a:18). 
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FIGURE 2.2: Mayer and Salovey’s (1997) four branch model of emotional 
intelligence 
 
 
 
 
 
Adapted from Stys & Brown (2004:6) 
 
Mayer and Salovey (1997) and Mayer and Caruso (2002) contend that the 
perception (identification), facilitation/use (integration), comprehension 
(understanding) and administration (management) of emotions are the four 
correlating but unique pillars of emotional intelligence that contribute to effective 
human functioning and positive relationships, which facilitate dealing with 
challenging circumstances. 
 
The ability model of Salovey and Mayer accentuates the fact that the individual has 
the ability to reason with and about emotion, and has the potential to improve his 
thinking about emotions. The model is developmental, since the emotional skill 
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sequentially grows in difficulty and the skills in each branch progress from the more 
fundamental to the more complex (Mayer et al., 2004:199; Goleman, 2001a:18). 
Zeidner et al. (2003:70) consider the four branch model of Mayer, Salovey and 
Caruso (2000) as the most accurate scientific model of EI. However, it has also 
received some criticism, for example for ‘lacking face and predictive validity in the 
workplace’ (Bradberry & Su, 2003:65). 
 
2.7.3.2 Bar-On’s Mixed Model of Emotional-Social Intelligence (ESI) 
personality attributes 
 
Reuven Bar-On, an Israeli clinical psychologist, currently (2014) holds an academic 
position at the University of Texas’s Medical Branch. He is worldwide renowned for 
his ground-breaking work on emotional intelligence.Since 1980, he has been 
involved in several components of this construct, coining the term emotional 
quotient, ‘EQ’, to measure the notion that he was developing. His research is 
instrumental in that he designed the first test of EI, namely the Emotional Quotient 
Inventory (EQ-i), published by a psychological test publisher and assessed by the 
Buros Mental Measurement Yearbook (Bar-On, 2003:3). 
 
The correlation between emotional expression and adaptation by means of adequate 
social-emotional performance is apparent in Darwin’s work, and influenced Bar-On in 
the development of his theory. He also drew on the work of Thorndike (1920), who 
emphasised how intelligent social-emotional conduct contributed to appropriate 
actions. Furthermore, Bar-On’s conceptualisation of EI was shaped by Edgar Doll’s 
(1935) first questionnaire to ‘measure socially intelligent behaviour in young 
children’, Wechsler’s (1940) notion of ‘intelligent behaviours’, Sifneos’ (1967) views 
on ‘alexithymia’, and Appelbaum’s (1973) concept of ‘psychological mindedness’ 
(Bar-On, 2006a, 13, 14).  
 
Bar-On defines emotional and social intelligence as a ‘multi-factorial’, unified 
collection of emotional, personal and social attributes that has an effect on our 
general ability to cope efficiently in any situation (Bar-On, 2000:373). His notion that 
EI improves over time and can be developed by means of training is confirmed in the 
literature (Yilmaz, 2012:276; Stys & Brown, 2004:11). He maintains that emotional 
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intelligence is significant in decisions to accomplish something in life, cope 
successfully with and manage life’s demands on a daily basis, and survive 
competently in the world (Palomera et al., 2008:443; Gowing, 2001:107).  
 
According to Van der Merwe, Coetzee and De Beer (2005:35), Bar-On based his 
research and definition on a social competency approach, illuminating personality 
attributes. He acknowledged the intricate features of the model on emotional 
intelligence, and specified that the term ‘intelligence’ portrayed a combination of 
competencies and abilities. The term ‘emotional’ is used to indicate that this 
intelligence is separate and different from the narrower perspective, which focuses 
merely on cognitive capability (Van Rooy et al., 2005:448). The model received 
some criticism with regard to validity, being a self-report (Kluemper, 2008:1403). 
 
Bar-On (2006a:14; Klem & Schlechter, 2008:10) distinguishes between five main 
conceptual components of emotional and social intelligence, namely being able to: 
 
• identify, be aware of, and communicate own emotions and feelings; 
• grasp other people’s emotions and have regard for them; 
• handle and be in command of emotions; 
• deal with change and be able to adjust and resolve problems of a private 
nature and to deal gracefully with the present circumstances; 
• have a constructive influence, and be self-motivated. 
 
These main components are further explained in terms of specific personality 
attributes, as specified in Figure 2.3 below. 
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FIGURE 2.3: Personality attributes of the main components of Bar-On’s model 
of emotional intelligence 
 
Adapted from Stys & Brown (2004:12) 
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Bar-On (2006a:23) further explains the personality attributes of his model as follows: 
 
Intrapersonal   Self-awareness and self-expression 
 
Self-regard    To accurately perceive, understand and accept 
     oneself 
 Emotional self-awareness  To be aware of and understand one’s emotions 
 Assertiveness   To effectively and constructively express one’s 
     emotions and oneself 
 Independence To be self-reliant and free of emotional 
dependency on others 
 Self-actualisation   To strive to achieve personal goals and actualise 
     one’s potential 
 
Interpersonal   Social awareness and interpersonal   
     relationship 
 
 Empathy    To be aware of and understand how others feel 
 Social responsibility To identify with one’s social group and cooperate 
with others 
 Interpersonal relationships To establish mutually satisfying relationships and 
     relate well with others 
 
Stress management  Emotional management and regulation 
 
 Stress tolerance   To effectively and constructively manage emotions 
 Impulse control   To effectively and constructively control emotions 
 
Adaptability    Change management 
 
 Reality-testing   To objectively validate one’s feelings and thinking 
     with external reality 
 Flexibility    To adapt and adjust one’s feelings and thinking to 
     new situations 
 Problem-solving   To effectively solve problems of a personal and  
     interpersonal nature 
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General mood   Self-motivation 
 
 Optimism    To be positive and look at the brighter side of life 
 Happiness    To feel content with oneself, others and life in  
     general 
Motivation    To be committed to achieve the goals that you  
     have set for yourself 
 
Bar-On’s model obviously draws on certain aspects of personality, and is regarded 
as a mixed model of different EI attributes, such as assertiveness, empathy, 
tolerance, flexibility and optimism (Van Rooy et al., 2005:448). 
 
2.7.3.3 Goleman’s Mixed Model of Emotional Competencies 
 
According to Stys and Brown (2004:14), Daniel Goleman was a psychologist and 
science writer for the New York Times. He came across the work of Salovey and 
Mayer in the 1990’s and was encouraged to carry out his own research. The concept 
of EI received much attention when Goleman (1995, 1998) published his two books, 
Emotional Intelligence and Working with Emotional Intelligence, of which he had sold 
more than five million copies worldwide (Cartwright & Pappas, 2008:154; Tomer, 
2003:457).  
 
The significance of his book Emotional Intelligence was that it further increased the 
tendency to incorporate more than only cognitive abilities, such as social and 
communication competencies, in the conceptualisation of EI (Furnham, 2012:7). 
Goleman’s theory of EI (1995, 1998) is almost certainly the most popular, best 
known and most recognised theory of EI, and also falls within the parameters of a 
mixed model (Zeidner et al., 2003:70). The focal point of his model is based on 
emotional and cognitive processing (Cartwright & Pappas, 2008:154; Gowing, 
2001:85), by means of different emotional and social behaviour competencies. 
 
Goleman (1998:317) describes emotional intelligence as being conscious of one’s 
own emotions, and those of others, developing skills to help oneself, influencing 
others to become emotionally intelligent, and building sound relationships (Brackett 
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et al., 2011:89; Klem & Schlechter, 2008:10; Palomera et al., 2008:443). In his book 
Working with Emotional Intelligence (1998), Goleman (2001b:27) presents an outline 
of EI that indicates how an individual’s competencies can be converted into work or 
career achievement, if he has acquired the behavioural competencies of Self-
Awareness, Self-Management, Social Awareness and Relationship Management 
(Goleman, 2001b:28). He also emphasises that emotional behaviour competencies 
are skills that are gained from experiences.  
 
Goleman’s latest model of EI was modified from the one that he presented in 1998 
(Goleman, 2001b:28). The initial one had five components of EI, which consisted of 
twenty-five behaviour competencies. Three of these aspects, namely, Self-
awareness, Self-regulation and Internal Motivation, recognised and portrayed the 
personal competency to be aware of and in control of one’s own emotions. The other 
two aspects, namely Empathy and Social Skills, depicted social competencies, that 
is, to be aware of and in control of the emotions of other people (Klem & Schlechter, 
2008:10; Goleman, 2001b:28, 29). Richard Boyatzis assisted Goleman in reducing 
the initial twenty-five competencies to twenty (Goleman, 2001b:29), and the initial 
five components to four. His structure consisted of the following final four key 
components: 
 
• Self-awareness:  Knowing one’s own emotions, becoming aware of an 
emotion when it occurs and what its impact is on one’s decisions. 
• Self-management: Managing emotions by identifying feelings and finding 
ways of adapting, while dealing with it.  
• Social awareness:   Sensing, understanding and reacting to the emotions of 
others, by motivating oneself to be empathetic and responding positively 
towards other people. 
• Relationship management: Conducting oneself in such a manner that one 
can form relationships that will illustrate one’s self-awareness and social 
skills, such as inspiration, influence and the development of others (Newman, 
2008:11; Hedlund & Sternberg, 2000:146). 
 
 
Goleman’s components are further illuminated in the following figure: 
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FIGURE 2.4: Framework of Goleman’s emotional competencies 
 
 
Goleman (2001b:28) 
 
Goleman’s model has received wide criticism for not being scientific or academic 
enough, and aimed at the popularisation of the construct of EI for the sake of self 
help, and therefore called ‘pop-psychology’ (Mayer et al., 2008:2). It is further 
criticised as a self-report instrument, through which faking may very well occur 
(Matthews, Roberts & Zeidner, 2003:112). 
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2.7.3.4 Brief reference to a few more models (for the sake of a more 
comprehensive account) 
 
2.7.3.4.1 Model of Petrides and Furnham 
 
Petrides and Furnham (2000:314) distinguish their model as trait EI, displaying 
typical personality traits (characteristics) for functioning, as opposed to mere mental 
information processing and maximal performance (Petrides, 2011:657; Perez et al., 
2005:124). They define trait EI as ‘a constellation of emotional self-perceptions 
located at the lower levels of personality’ (Petrides et al., 2007:151; Petrides & 
Furnham, 2000:314). They argue that certain consistencies become apparent as 
typical behaviour, which are grounded in a person’s personality and displayed as 
specific traits, such as empathy and optimism. They further claim that the ability 
model is too focused on the human cognitive ability, or intelligence, per se.  
 
These authors have labeled their model ‘emotional self-efficacy’ (Petrides & 
Furnham, 2001:427), which confirms a clear correlation with personality and also 
that it does not refer to a mere cognitive ability, which they refer to as ‘cognitive-
emotional ability’. They also explain that these two concepts are ‘not mutually 
exclusive, and may therefore co-exist’ (Petrides et al., 2007:153; Petrides & 
Furnham, 2001:427).  
 
They make it clear that they do not actually propose an original model of EI, but have 
rather attempted to organise and assess what already existed into consistent 
personality traits (Petrides et al., 2007:153). They recognise that their traits may not 
all be accepted and agreed upon, but propose that these may nevertheless serve as 
a barometer for EI and the further design of proper comprehensive inventories. In 
this regard, they have identified the following fifteen important traits (components) of 
EI (Petrides & Furnham, 2001:428) (see Table 2.1): 
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TABLE 2.1: Traits of EI of Petrides and Furnham 
 
 
 
Petrides, Furnham & Frederickson (2004:574) 
 
Their research established trait EI as a ‘distinguishable, lower-order, composite 
personality construct of established personality taxonomies’ (Petrides & Furnham, 
2001:442-4), and they contend that a more comprehensive assessment tool must 
still be developed. 
 
2.7.3.4.2 General Taxonomy of Palmer and Associates 
 
Palmer et al. (2007:55) undertook an in-depth study of all the theoretical models of 
EI and came to the conclusion that the construct should be reviewed in order to clear 
up the confusion with regard to understandable boundaries and descriptions. They 
attempted to present a ‘taxonomic model of EI’ (Palmer et al., 2007:56,63), 
portraying the major components of the concept. This was done by means of a 
 66 
 
systematic comparison of ‘the dimensional communality’ and a factor analysis of the 
various well-known inventories of EI (Palmer et al., 2008:56,63). That led them to 
generate their taxonomy of five main components of EI, which they referred to as 
‘emotional skills’ (Palmer et al., 2008:56). These are emotional self-awareness, 
emotional awareness of others, emotional reasoning, emotional self-management; 
and emotional management of others. Their general taxonomy for EI is further 
illustrated in Figure 2.5 below. 
 
FIGURE 2.5: Five-factor general taxonomy for EI of Palmer and associates 
Adapted from Palmer, Gignac, Ekermans and Stough (2008:60) 
 
After testing their hypothetical taxonomy, Palmer et al. (2008:69) concluded that ‘EI 
may best be conceptualized as a unifactorial construct’, referring to ‘a set of related, 
yet distinct variables’ (be they abilities, competencies, emotion-related personality 
traits, or otherwise). Their idea was to investigate the corresponding aspects of EI, 
for the sake of clearing up confusion about the construct. They revised their 
taxonomy over time, the result being a seven-factor taxonomy (Palmer et al., in 
press:10). 
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TABLE 2.2: Seven-factor general taxonomy for EI of Palmer and associates 
 
 
 
Adapted from Palmer, Stough, Harmer & Gignac (in press: 
11). 
 
2.7.3.4.3 Emotional Intelligence Model of Cooper and Sawaf 
 
In their book Executive EQ, Cooper and Sawaf (1997:xxvi) describe four 
cornerstones of EI that make reference to particular skills and tendencies of 
emotional intelligence. They define EI as the capability to perceive, identify and 
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utilise control over and insight into emotions as a resource of human energy, 
association, knowledge and power (Cooper & Sawaf, 1997:xiii). This model of EI 
elaborates further on ability and mixed models, shifting EI from the spheres of 
emotional studies and theoretical premises into the sphere of direct control, 
investigation and purpose (Klem & Schlechter, 2008:10).  
 
Tomer (2003:458) asserts that, compared to Goleman’s model of EI, Goleman, 
Cooper and Sawaf’s (1997) model of EI gives more prominence to the more 
advanced features of human behaviour, especially those features that can be linked 
with leadership and success in the workplace. 
 
FIGURE 2.6: Four components of the four cornerstones of emotional 
intelligence of Cooper and Sawaf 
 
Adapted from Cooper & Sawaf (1997:xxvi) 
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2.7.3.5 Essential components of emotional intelligence for this research 
 
All of the above theory was rigorously scrutinised in order to condense the significant 
emotional abilities, personality attributes, behaviour competencies and self-efficacy 
traits. The intention was not to recommend an original model of EI, but rather to 
consider and systematise already existing information on EI in order to generate the 
following comprehensive four branch mixed model of the 40 essential components of 
EI, for the purpose of this particular research study (see Figure 2.7).  
 
FIGURE 2.7: Comprehensive four branch mixed model of 40 essential 
components of emotional intelligence (for the purpose of this research study) 
 
! Self-awareness:  Self-awareness forms part of one’s intrapersonal 
emotional intelligence and is seen as the focal point and foundation of 
emotional intelligence. It serves as the basis on which further skills of EI are 
built, because emotional intelligence can start only when emotional 
attentiveness goes into the personal ‘perceptual system’ (Weisinger, 1998:4), 
allowing the development of the skill to realise, express and manage emotions 
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in an honest manner. Self-awareness can be acquired and enhanced, but 
only if one is keen enough to put in the time and energy needed to obtain it 
(Connelly, 2007:16).  
 
Attentiveness and perception of emotions is crucial for recognising and 
understanding one’s own emotions and being aware of one’s own feelings 
and how to motivate and express oneself (Yilmaz, 2012; 262; Weisinger, 
1998:4). One’s self-assessment enables one to know oneself, to be aware of 
one’s own strengths and weaknesses, and the effect that it has on one’s 
personal viewpoint. The assessment is based on one’s reflection on one’s 
responses to situations and feedback from others. It includes one’s emotional 
energy, the identification of one’s emotions, one’s self-regard and 
independence, optimism, confidence, stability, motivation and happiness. It 
will enable one to demonstrate self-efficacy and self-confidence in dealing 
with social situations that can stir up emotions (Bar-On & Parker, 2000; 
Olivier, 2004).  
 
! Self-management: Self-management generally means to be in control of 
one’s own emotions (Connelly, 2007:26) and able to use emotions effectively 
(Yilmaz, 2012:262). It involves thinking (I think I am happy), as well as feeling 
(I feel happy). The person is then also able to show emotion, handle the 
emotion fittingly, and guide the emotion in the correct direction. It reflects on 
one’s transparency, flexibility, assertiveness, dedication and optimism.  
 
It is therefore an intrapersonal intelligence, implying that one is in command 
of, can reason with, and regulate one’s own emotions appropriately. Only if 
one is able to identify and acknowledge one’s own emotions, one is in a 
position to handle/manage them. Self-management further determines how 
one directs one’s own emotions to calm down. It also refers to how adaptable 
and capable one is to cope with life’s problems (Palomera et al., 2008:443), 
and the skillfulness with which one manages unknown and sensitive 
information (Newman, 2008:12). It means that one must be versatile and able 
to respond to transformation by adapting one’s feelings and emotions to 
different changing circumstances (Newman, 2008:12).  
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Self-management allows individuals to become aware of connections 
regarding their own thoughts, feelings and consequences by understanding 
what lies behind a feeling. Thus, they become skilled and committed to 
manage painful emotions (Kristjánsson, 2006:49). Furthermore, self-
management allows the person to solve problems, take decisions, make 
informed choices and choose the best possible option. Self-motivation is also 
a reflection of a person’s emotional state and direction (Mayer, 2001:12). It 
means that a person is steering his emotions in such a direction that it will 
assist him in reaching his goals in life (Tomer, 2003). In the framework of 
emotional intelligence, it implies utilising emotional system to catalyse the 
entire procedure to carry on working (Weisinger, 1998:61). Self-management 
also fosters a person’s creativity. 
 
! Social awareness: Social awareness relates to one’s interpersonal 
sensitivity, perceptiveness and responsiveness to other people’s emotions in 
social situations and relationships with others (Yilmaz, 2012:264). It allows 
one to correctly identify value and understand other people’s emotional 
composition and relate to them in a positive manner (Newman, 2008:11). It 
helps one to first become aware of one’s own emotional state and how to 
manage it, before trying to be in touch with the emotions of other people. It 
requires that one directs one’s awareness towards the emotions of others. 
This sphere of one’s life comprises empathy, understanding, consideration, 
availability, service and tolerance of other persons, while being cognisant of 
their feelings and thoughts (Newman, 2008:12). Furthermore, it allows one to 
co-operate, share, be patient, identify with and give fitting feedback to others 
(Saarni, 2006:28; Van Der Zee et al., 2002:119). 
 
! Social skills: Social skills relate to how conscious a person is of himself in 
association with others in his environment, illustrating his social expertise and 
sociability. One’s social skills are related to the way in which one relates to, 
values, makes contact with, responds to and communicates with people, 
shapes and gives meaning to one’s ‘people skills’. These skills have an effect 
on one’s personal relationships with other people and the ability to build, 
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manage and sustain reciprocal affiliations and social networks, which are 
portrayed by positive future prospects (Newman, 2008:12).  
 
Social skills enable a person to be a leader/follower in a group, to influence, 
support, persuade and help develop others, to take responsibility for, and also 
to listen to, others. Social skills also help one to work in a team and co-
operate with others, bring about change, as well as detect the emotional 
climate in a situation and manage conflict. 
 
This condensed model served as the frame of reference against which the 
participants were screened for this research study. 
 
2.8 MEASUREMENT OF EMOTIONAL INTELLIGENCE 
 
2.8.1 Introduction 
 
The number of scientific inquiries of EI has increased substantially in institutions over 
the past few years, while researchers have also expressed their opinions about 
suitable assessments in numerous research studies (Libbrecht et al., 2012:2; Jonker 
& Vosloo, 2008:21). It has become evident that the method of assessment needs 
some consideration, because it has established that the sampling field for EI is not 
specific or clear enough, and therefore its functioning rests squarely on the 
technique of the assessment (Klem & Schlechter, 2008:10). According to Jonker and 
Vosloo (2008:23), Petrides and Furnham (2000:314) assert that the kind of 
assessment itself, rather than the theory of EI, decides the characteristics of the 
model. However, it has been verified that EI can be dependably measured in adults, 
with significant results obtained (Ciarrochi et al., 2001a:1106). 
 
Based on the different models of EI, three different approaches can be found in the 
assessment of EI, namely Performance-based ability tests; Self-report (with rater-
report in some cases) trait measures; and behavioural competency measures of EI. 
The first category of EI assessments holds opposing views to the self-report of the 
mixed approaches, because they embrace different notions of what the construct EI 
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is about, as explained in the section on the different models and their respective 
components of EI (see 2.7.2 in this regard).  
 
Therefore, a vast difference exists between what the ability assessments of EI 
(which are maximum or performance-based) measure and what is measured by the 
self-report emotional personality trait and behavioural competency inventories 
measure (Christiansen et al., 2010:88). Researchers Hansenne and Legrand 
(2012:265), Perez et al. (2005:124) and MacCann (2009:321) explain that while the 
maximum performance measures give an indication of what an individual could do, 
the traits measures indicate the typical behaviour that the individual could really do.  
 
Performance-based Assessments of EI abilities: Performance-based assessments 
are similar to intelligence tests (IQ), and consist of a set of questions with a 
possibility of a more and less correct answer. Performance-based assessments of EI 
are used to indicate individual differences and variations in people’s real emotional 
capabilities or emotional learning, according to Mayer et al., (2003:98).  
 
The argument of the ability model is that as a type of intelligence, EI should be 
impartial and based on performance levels, in order to be assessed accurately 
(Zeidner et al., 2003:70). Such tests are referred to as ‘gold standard’, because they 
determine mental ability, and not attitudes and beliefs, which are often biased (Mayer 
et al., 2012:503; Rivers & Brackett, n.d.:2). The performance-based EI test consists 
of emotion-based problem-solving items, and the participant’s answers are assessed 
by a fix set of predetermined criteria. The assessment of ability EI, or cognitive-
emotional ability, is thus done through maximum-performance assessments, 
founded on entries that have correct and incorrect answers (Petrides & Furnham, 
2003:40). Van Rooy et al. (2005:447) also uphold the traditionalist opinion that 
measurement of EI can only take place through unspoiled tests of impartial 
performances (Cartwright & Pappas, 2008:158), such as through the performance-
based ability assessments of EI. 
 
Self-Report measures of EI: Self-Report measures of EI (some including rater-
reports, in terms of which another person also rates the participant), such as self-
report personality, behaviour and trait assessments of EI, consist of items that 
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concern personal inclinations and manners. Palmer (2007:4) indicates that such 
assessments of EI normally consist of a set of items about emotionally intelligent 
attributes, competencies and behaviours. Libbrecht et al. (2012:2) and Petrides and 
Furnham (2003:40; 2000:313; 2001:442) point out that self-report measures assess 
self-perceptions of the lower levels of personality rankings, meaning that they point 
at a person’s emotional capacity, related to personality characteristics and behaviour 
(Mavroveli et al., 2007:264). 
 
Klem and Schlechter (2008:10) explain that Trait EI is rooted within the personality 
framework, in terms of which ordinary behaviour is measured through validated self-
report inventories. The main focus of Trait EI is behaviour under challenging 
circumstances, which manifests in a particular personality characteristic, such as 
empathy, assertiveness and hopefulness. This is in contrast with the ability model, 
which determines a person’s capacity for cognitively recognising, communicating 
and describing emotions. 
 
Participants in self-report EI assessments are advised to give an account of their 
own level of EI and are provided with a range of explanatory statements specifying 
the level to which they agree or disagree with each statement (Libbreccht et al., 
2010:1008). Several researchers, such as Bar-On (1997); Goleman (1995); and 
Schutte et al. (1998), have endeavoured to formulate self-report assessments of EI 
on constructs associated with EI. Ciarrochi et al. (2001a:1117) consider ‘a self-report 
measure of EI as reliable, distinctive and useful’. It was notable from the literature 
that no research on investigations onto the value of EI self-report measures in 
individuals from disadvantaged environments could be traced – a gap that this study 
attempted to fill.  
 
The most popular and best-known inventories are the i) Mayer-Salovey-Caruso 
Emotional Intelligence Test (MSCEIT) of Mayer, Salovey and Caruso (2002); the ii) 
Bar-On Emotional Quotient Inventory (EQ-i) of Bar-On (1997); and the iii) Emotional 
Social Competence Inventory (ESCI) (2001) of Boyatzis, Goleman and Hay Group (a 
global management consulting firm) (Bar-On, 2007:3), as well as the iv) Schutte Self-
report Emotional Intelligence Scale (SSEIT) of Schutte et al., (1998) (Van Rooy & 
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Viswesvaren, 2009:286). These inventories will now be explained, while others will 
be briefly mentioned for the sake of a broader representation. 
 
2.8.2 Mayer, Salovey, and Caruso Emotional Intelligent Test – MSCEIT 
 
The MSCEIT is based on a series of emotion-based cognitive problem-solving items, 
focused on the ability to reason about emotions (Conte, 2005:435) and modeled on 
ability-based IQ-tests (Salovey & Grewal, 2005:281). It is a well-known maximum 
performance based assessment of EI, in terms of which a person’s ability to 
conceptualise emotional material is evaluated. It requires persons to execute 
assignments ‘devised to measure their ability to recognize, identify, comprehend and 
manage emotions’ (Ciarrochi, Chan, Caputi & Roberts, 2001b:31). Mayer and 
Caruso (2002:3) confirm that the MSCEIT does not require people to assess 
themselves or having others to assess them, but is in actual fact an ability test, in 
terms of which individuals are asked to respond to emotional challenges. 
 
In the early 1990s, investigative studies were conducted by Mayer, Caruso and 
Salovey regarding the introductory measures of individual assessments of the 
emotional awareness or emotional comprehension of the different components of 
emotional intelligence. Initially, the ‘Multifactor Emotional Intelligence Scale’ (MEIS), 
a twelve sub-tests ability inventory, was developed around four branches of 
emotional intelligence, followed by the ’Mayer, Salovey and Caruso Emotional 
Intelligence Test’ (MSCEIT) (Mayer, Caruso & Salovey, 2000:329). The notion of 
MSCEIT and its forerunners was that the concern of emotional intelligence was 
basically about emotions and finding cognitive solutions to emotion-related problems. 
 
The four branch MSCEIT consists of eight sections, in terms of which two sub-tests 
are used to assess each of the four branches of EI, comprising a total of 141 items 
(Mayer et al., 2004:200). The reliability coefficients are between 0.76 and 0.91 (Van 
Rooy & Viswesvaran, 2007:265). The MSCEIT test is a comprehensive test, 
because each participant can be grouped within a series of EI scores. It is accessible 
to a diversity of situations and conditions, such as research, educational, corporate, 
correctional and precautionary situations (Stys & Brown, 2004:9). It is shorter than 
the MEIS and easier to administer (Conte, 2005:436). 
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Mayer et al. (2003:97) contend that the MSCEIT is the most up-to-date EI ability 
scale in a set of successive scales. The authors assert that it represent a huge 
advancement on their previous measures and can report to the argument regarding 
the scoring, reliability and factor structures of such scales. Whitman et al. 
(2009:1061) agree that the MSCEIT is a dependable and valid measure, since 
empirical studies have established that the four-branch ability model is a trustworthy 
instrument for anticipating vital results.  
 
However, the test has received a fair share of criticism in the literature. The first 
scale, namely the MEIS, includes some factors with low reliability and has created 
problems with regard to scoring (Conte, 2005:435). The MSCEIT factors are also not 
all quite reliable (Conte, 2005:436). Furthermore, several researchers contend that 
scientific standards for the scores are limited and question the selection of the 
experts who determined the correct answers for the items (Conte, 2005:436). Other 
researchers maintain that the MSCEIT does not correlate well with other EI 
inventories (Van Rooy & Viswesvaran, 2007:265). It has also been criticised for 
lacking validity and taking too long to complete (Palmer et al., in press:5). Moreover, 
it is debatable if emotional factors can be objectively assessed, and, according to 
Perez et al. (2005:126), the MSCEIT’s ‘internal consistency and factor structure’ are 
questionable.  
 
2.8.3 Bar-On’s Emotional Quotient Inventory – EQ-i  
 
Bar-On presents an in-progress, advancing model of EI, inspired by Darwin’s initial 
work (1872) on the significance of ‘emotional expression for survival and adaptation’ 
(Bar-On, 2006a:14). Reuven Bar-On is one of the initiators of the assessment of 
emotional intelligence. From as early as the 1980’s, Bar-On demonstrated a keen 
interest in measuring what he termed emotional and social intelligence. In 1983, Bar-
On (2000:364) started developing EQ-i as a self-report measure to investigate 
different aspects of socially and emotionally competent behaviour, which he thought 
would be significant units that would be useful for optimum emotional, social and 
mental welfare, and would give an indication of a person’s emotional intelligence. 
Bar-On (2006b:15) claims that the EQ-i does not intend to ‘measure personality traits 
of cognitive capacity, but rather the mental ability to be successful in dealing with 
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environmental demands and pressures, and helps predict one’s success in both 
professional and personal pursuits’. The overall approach consisted of four basic 
stages: 
 
• Recognising important features linked to affectual emotional and social 
performance. 
• Describing the features as transparently as possible. 
• Creating a psychometric apparatus. 
• Standardising and corroborating the apparatus for use in all cultures (Bar-On, 
2000:364). 
 
This assessment came into being based on Bar-On’s professional involvement and 
his evaluation of the literature (Petrides & Furnham, 2003:42; Schutte et al., 
1998:168). Bar-On lays claim to the term emotional quotient (EQ), in concurrence 
with the term intelligence quotient (IQ), used in cognitive measures (Gowing, 
2001:107). His research is instrumental in that he designed the first test of EI, the 
Emotional Quotient Inventory (EQ-i), published by a psychological test publisher and 
assessed by the Buros Mental Measurement Yearbook (Bar-On, 2000:364; 2003:3). 
Thereafter, the EQ-i became the first commercially printed and marketed EI 
inventory (Van Rooy & Viswesvaran, 2007:265). Van der Merwe et al. (2005:35) also 
maintain that Bar-On’s EQ-i is possibly the first scientifically validated assessment of 
emotional intelligence.  
 
Bar-On’s (1997) self-report Emotional Intelligence Inventory (EQ-i) is an extension of 
the ability model of other researchers (Vrba, 2007:25; Mayer et al., 2000:321). The 
EQ-i is an on-line 133-item assessment and contains five main conceptual sections 
that are further divided into fifteen subscales, using a five-point Likert scale, with a 
written reply (Schutte et al., 1998:168). It takes about 30 minutes to complete 
(Conte, 2005:434). The Bar-On EQ-i online test indicates an internal consistency of 
.97, with an advanced feature of improvement, depicting scores for five main 
aspects, corresponding with the main features of his model (see Figure 2.3, p. 61) 
(Van Rooy & Viswesvaran, 2007:265).  
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The subscales of the EQ-i assess a variety of skills and abilities, such as empathy, 
self sufficiency and positiveness (Van Rooy et al., 2005:448), awareness, stress, 
tolerance, problem-solving and happiness (Schutte et al., 1998:169). Bar-On’s EQ-i 
tests one’s capability to handle the daily difficulties and requests one faces. The EQ-i 
can be used in education, as well as in other disciplines, such as human resources, 
medical, forensic and clinical investigations. It can evaluate a broad spectrum of a 
person’s emotional intelligence, covering emotional and mental health (Bar-On, 
2006a:18).  
 
According to Bar-On (2007:3; 2006a:15; 2003:5), it took longer than seventeen years 
to develop the EQ-i to asses EI, which was based on his model. It has since been 
translated into more than thirty languages. In addition to its use as a self-assessment 
measure, it can, according to Riggio (2010:164), be used as a ‘multi-rater 
assessment instrument’ (various persons rate the individual), or during an interview.  
 
With regard to criticism, Roberts et al. (2001:200), mention that it is a limitation of the 
inventory and that, as a self-report measure, it could be at high risk for faking and 
falsification, contaminated responses and positive bias to put the self in an 
affirmative light, because it relies on the perception of the participant (Palmer et al., 
in press:7; Day & Caroll, 2008:766). The EQ-i has also been criticised for measuring 
irrelevant aspects, while leaving out some relevant ones (Perez et al., 2005:129).  
Conte (2005:434) doubts if the five sections of the inventory are conceptually related 
to the construct of emotional intelligence. He proclaims that the underlying theory of 
the inventory is weak and that the EQ-i might not be successful in predicting 
academic success, as it claims to do. Palmer et al. (in press:5) complain that the test 
‘takes too long to complete’ and that the model of EI is ‘too complex’. The theoretical 
background of the test, as well as the relevancy of some facets, has also been 
questioned by Perez et al., (2005:126). 
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2.8.4 Goleman’s Emotional Social Competency Inventory – ESCI 
 
Goleman’s (2001) initial Emotional Competence Inventory (ECI) was based on an 
emotional intelligence model, which was exclusively planned for prospective 
employees applying for jobs. It consisted of 20 behaviour competencies that 
differentiated between people with regard to how they fulfilled their duties (Vrba, 
2007:27). Boyatzis, Goleman and Rhee (2000) were responsible for the 
development of the Emotional Competence Inventory (ECI) in 1999, in partnership 
with the Hay Group (Palmer et al., in press:6), to assess emotional competencies 
and social behaviours (Conte, 2005:434). The Hay Group has a close association 
with Daniel Goleman and Richard Boyatzis, who led the way in popularising the 
concept of EI.  
 
The authors were operational from the 1970s, when their first ‘competency study’ 
was carried out, and came to the conclusion that competencies could forecast how 
efficient and effective an individual would behave in various roles of leadership, 
management or professional occupations. The group’s objective is to assist 
individuals in ascertaining their levels of EI, with the intention of increasing this 
specific ability, in order to convert it into a culture of self-sufficiency and to enhance 
their efficiency and employability (Goleman & Boyatzis, n.d.:1). 
 
The Emotional Social Competency Inventory (ESCI) followed the ECI in 2007 
(Goleman, 2001b:29), because the ECI was regarded as ‘too complex and esoteric’ 
(Palmer et al., in press:6). The ESCI proposed to measure individual differences with 
regard to typical EI competencies, behaviour and knowledge (Palmer et al., in 
press:7; Palmer, 2007:9; Goleman, 2001b:29; Boyatzis, Goleman & Rhee, 
2000:345). It was simpler and easier to administer, while it claimed to have predictive 
strength (Palmer et al., in press:9). 
 
The twenty social and emotional competencies are based on the model of Goleman 
(see page 65) and collect the self, subordinate, peer and supervisory scores, which 
is a 360 degree evaluation (from various inputs). The participants portray 
themselves, or somebody else, on each competence by making use of a 6-point 
scale (Gowing, 2001:87).  
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The ESCI has been criticised for overlapping with personality dimensions and other 
scientific material on motivation and leadership (Conte, 2005:3434). 
 
2.8.5 Schutte’s Self-Report Emotional intelligence Test (SSEIT) 
 
The Schutte Self-report Emotional Intelligence Test (SSEIT) originated as a measure 
of trait emotional intelligence, expecting that this model of EI would offer sound 
groundwork as an assessment tool for an individual’s existing level of emotional 
intelligence. A requirement for the SSEIT measure was that it must be based on a 
theoretically cohesive and comprehensive model. The SSEIT was influenced by 
Salovey and Mayer’s (1990) conceptual framework of EI and is also closely related 
to Bar-On’s EQ-i model of Emotional Intelligence (Schutte et al., 1998:169). Schutte 
et al. (2009:120) realised that an ability model of EI needed to be expanded to take 
every-day characteristics related to EI into account, as both models are important. 
For that reason, they opted for a broader perspective on EI. 
 
The SSEIT is a validated measure of EI characteristics, based on the existing 
theories of EI.  It is all-inclusive, relevant, simple, and clearer, and can be complete 
in a short period of time. It initially consisted of a collection of 62 items, which was 
finally reduced to 33 after the pilot project. Participants respond on a 5-point scale 
(Schutte et al., 1998:169). Each chosen item displays a modified inclination in 
relation to EI (Schutte et al., 1998:169). The SSEIT uses four sub-scales namely: 
 
• Emotion perception and appraisal. 
• Expressing emotions. 
• Dealing with emotions in the self and others. 
• Employing emotions to resolve challenges.  
 
It is considered a reliable and valid inventory, with a Cronbach alpha reliability rating 
of 0.90 (Schutte et al., 2009:124; Schutte et al., 1998:169; 176). In two different 
samples, the factor analysis indicated good internal reliability, which remained 
constant in a re-test after two weeks and also indicated predictive usefulness 
(Schutte et al., 1998:175). Petrides and Furnham (2000:318) agree that the inventory 
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has ‘face validity, as well as some evidence of construct, predictive and discriminant 
validities’.  
 
Seeing that pretending is possible in the responses, the measure should not be used 
for choosing high-profile positions (Schutte et al., 1998:169; 176). It has also been 
criticised for presenting an ‘incomplete coverage of the trait EI domain’ (Perez et al., 
2005:126). However, the SSEIT measure can give a clear indication of EI 
competencies (Schutte et al., 1998:169; 176). 
 
This test will be further evaluated in depth in Chapter Four, as it was chosen as the 
most appropriate assessment tool to use in this research study, for reasons that will 
be explained. 
 
2.8.6 Trait Emotional Intelligence Questionnaire (TEIQue) 
 
The Trait Emotional Intelligence Questionnaire (TEIQue) (2003) represents the EI 
model of Petrides and Furnham (see page 67) and epitomises EI in terms of 
personality traits that correlate with their model of self-efficacy. The questionnaire is 
built around four factors, namely  
 
• Well-being 
• Self-control 
• Emotionality 
• Sociability 
 
It comprises 15 sub-scales and consists of a 144-item questionnaire, using a seven-
point Likert scale. This questionnaire is available in many languages and was 
explicitly devised to assess EI knowledge and understanding (Petrides & Furnham, 
2003). It is not a surprise that this test shows correlation with the Big Five personality 
traits (extraversion, agreeableness, openness, conscientiousness, and neuroticism) 
(Stys & Brown, 2004:25), as well as alexithymia (inability to understand, process and 
verbalise feelings) (Schutte et al., 1998:174; Vernon, Petrides, Bratko & Schermer, 
2008). Law, Wong and Song (2004:288) also found EI to be unlike but related to the 
Big Five.  
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The TEIQue has been criticised for being a lengthy test that takes too long to 
administer (Perez et al., 2005:126). 
 
2.8.7 Genos EI Inventory (Genos EI) 
 
The Genos EI model was generated by Palmer and Stough (2001) (Palmer et al., in 
press:2). It is also based on a factor analysis, as well as on the investigative work of 
Gignac (2005) (Palmer et al., 2007:57). The aim with the model was to further clear 
up confusion around EI, and being able to predict and develop workplace outcomes 
in terms of outstanding performers among employees. The model of Palmer and 
associates has been revised and refined over time and is widely applied in the 
workplace (Palmer et al., in press:2). It has been simplified, uses less time to 
administer, illustrates better validity, and is well-related to job performance. It 
involves a 70-item multi-rater assessment for emotional intelligence, illustrating 70 
emotionally intelligent workplace behaviours, rather than ‘emotional intelligence, per 
se’ (Palmer et al., in press:2) (see Figure 2.8). 
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FIGURE 2.8: Genos EI Inventory (Genos EI) 
 
 
 
(http://www.eiconsortium.org/measures/genos.html:2013) 
 
2.8.8 Simmons’s Emotional Intelligence Survey 
 
John Simmons developed the ‘Simmons Emotional Intelligence Survey’ as an 
assessment of emotionally-based characteristics, after he investigated his own and 
other theories that used these characteristics to envisage future achievements 
(Boyette, 2002:42). According to Boyette (2002:44), the Simmons Survey is 
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predominantly used in business concerns to review the work accomplishments of the 
workforce. This survey is the most influential work-related measurement tool and 
assesses emotional and behavioural inclinations (Simmons Personal Survey, 
2003:1). 
 
The Simmons Personal Survey EI Success Workbook is computer-generated and its 
assessment is based on thirteen significant aspects of EI, expressed in twenty six 
rather unchangeable character traits (Simmons Personal Survey, 2003). The survey 
is done in two parts. Firstly, individuals scrutinise the 360 adjectives, reporting how 
they think other individuals feel about them. The second section is to depict how they 
perceive themselves (Simmons Personal Survey, 2003:2). 
 
The distinctive attributes of this survey is that it uses one word (adjectives), instead 
of long sentences. The reason for that is that it is more user-friendly and easily 
understood, and its completion time is relatively short. The participant has less time 
to think about what his results will look like, eliciting a more truthful response (Tomer, 
3002:456). 
 
Part 1 of the test consists of three sections, where one has to assess oneself. There 
are 360 adjectives in section 1, from which each participant must choose to give an 
explanation of himself. Section 2 deals with how one evaluates oneself in one’s 
workplace, while the third section concerns how well one gets along with one’s fellow 
workers (Simmons Personal Survey, 2003). 
 
Part 2 of the test consists of 360 adjectives, from which the participant has to choose 
those that best describe how others may perceive him (Boyette, 2002:42). It recalls 
the traits listed by Petrides and Furnham (see previous section on the different 
models and components) (see Table 2.1).  
 
2.9 CRITICISM OF EI MEASUREMENT INVENTORIES 
 
EI differs just as much in terms of definition and content as in the method of 
assessment of the different inventories (Conte, 2005:433). In the literature, it is clear 
that the lack of clarity about the construct of EI, as well as the different models, 
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leading to many different inventories, with different approaches, has exacerbated the 
existing confusion around EI (Lewis et al., 2005:344).  
 
For some time, researchers have been comparing performance-based 
questionnaires with self-report measurements, in terms of predictability of social 
functioning, success and coping (Palomera et al., 2008:443). Conte (2005:437) 
contends that the inventories ‘use different response formats, namely self-report, 
ability and informant approaches’. It would also appear that different inventories 
measure different items and that those more recent versions of the same inventory 
‘do not correlate with older versions, making comparisons difficult’ (Lewis et al., 
2005, 344). Perez et al. (2005:136) accuse the designers of developing inventories 
without proper reference to the basic theory of EI. Conte (2005:437) has even 
speculated whether all the inventories are assessing the same construct. 
 
Petrides (2011) argues that different measuring instruments will provide different 
results in respect of the EI construct (Perez et al., 2005:140; Petrides & Furnham, 
2001:426). According to Parker (2007:4), the results of the many studies into the 
usefulness of these measurements are also rather questionable. Consequently, 
Ciarrochi et al. (2001a:1106) assert that several EI assessments may not be 
trustworthy and that some are not dissimilar from other validated assessments. 
 
Conte (2005:438) expresses serious concerns about all EI inventories, based on 
several unresolved issues about each one, appealing for further research to validate 
the predictive value of these inventories. Fineman (2013:731) further argues that 
emotions are subjective and not always easy to express and categorise. For this 
reason, Lewis et al. (2005, 339) have aptly asked: ‘Are we trying to measure the 
unmeasurable, something intangible, subtle, elusive and vague’?  
 
2.9.1 Criticism against performance-based ability tests 
 
According to Jensen (1998:12), ‘maximum-performance measurement is a sine qua 
non for the assessment of genuine intelligence’ and it is difficult to measure 
emotional intelligence in that way, because of the subjectivity of emotions. Fineman 
(2013:719) equally finds it awkward, commenting as follows: ‘The epistemological 
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and phenomenological consequences of psychometrically ‘boxing’ emotion are, it is 
argued, problematic and restrictive’.  
 
The performance-based tests, based on the ability model of EI (for example that of 
Mayer & Salovey), have also been criticised for measuring conformity instead of 
ability (Roberts, Zeidner & Matthews, 2001:206). They base this argument on the 
fact that the MSCEIT uses consensus-based assessment and ‘it differentiates 
between people with low EI better than people with high EI’ (Roberts et al., 
2001:207). 
 
Criticism also exists against performance-based tests of ability EI that it gives an 
indication of intelligence/knowledge of emotions, instead of the person’s ability to 
carry out the appropriate behaviour, based on that knowledge (Brody, 2004:234). 
These tests have also been criticised for measuring personality in addition to general 
intelligence, instead of emotional intelligence (Palmer, 2007:9; Schutte, Ree & 
Caretta, 2004:1059). Furthermore, some of these tests are complex and obscure to 
administer and take a long time to complete (Palmer, in press:5). 
 
Fineman (2013:736) comes to the conclusion that it is possible to conduct research 
on EI without trying to measure emotions. He refers to other approaches, such as 
interactional, context-focused investigations. For that precise reason, this research 
commenced with a qualitative inquiry, within the existing context, to determine the EI 
of teachers in a deprived context. 
 
2.9.2 Criticism against the mixed model self-report inventories 
 
Even though some self-report mixed model questionnaires are frequently used to 
measure EI, and are desirable because they are less expensive, easier to administer 
and less time-consuming (Bracket et al., 2011:90),they have some significant 
shortcomings. 
 
Mixed models that include human competencies and traits have been criticised for 
being too wide and all-encompassing, including many different attributes unrelated to 
emotion, intelligence or emotional intelligence, into the emotional intelligence 
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construct, according to some researchers (Lewis et al., 2005:339; Daus & 
Ashkanasy, 2003). These inventories have also been criticised for determining 
common characteristics that coincide with current personality traits, and are not 
directly associated with intelligence (Petrides, Pita & Kokkinaki, 2007:274; Conte, 
2005:437; Lewis et al., 2005:345; Zeidner et al., 2003:70).  
 
Several psychologists, such as Daus and Ashkanasy (2003), concur and are of the 
opinion that these tests do have some worth in some organisational contexts, but 
that they do not deviate much from other personality and competence models. It can 
sometimes be problematic to distinguish EI from a number of other personality 
concepts that already form part of educational psychology (Lewis et al., 2005:348; 
Zeidner et al., 2002:216).  
 
A further problem that may arise is that they might possibly reproduce superficial, 
unauthentic findings and could therefore be considered less ‘pure’ (Libbrecht, 
Lievens & Schollaert, 2010:1008). In this regard, Libbrecht et al. (2010:1008) point 
out the possibility of self-reports reproducing observed and estimated, instead of 
genuine, performance levels. Therefore, the danger of falsification remains a reality, 
because the responses are based on the individual’s self-perception (Day & Caroll, 
2008:764). Faking untrue responses and preconceived notions to put the self in a 
positive perspective can easily take place in self-report measures. Participants may 
give socially pleasing instead of honest answers, or they may not in actual fact know 
how skillful they are at emotion-based activities (Brackett et al., 2011:90).  
 
As a result of the above-mentioned arguments, the nature of self-report measures 
jeopardises the validity and reliability of the outcomes (Bracket et al., 2011:90; Lewis 
et al., 2005:339; Stys & Brown, 2004:49). Existing EI inventories for assessment 
have therefore been criticised for a lack of psychometric support (Conte, 2005:437), 
a shortage of validity, and inadequate mental ability norms (Fiori, 2009:21). Boyette 
(2002:44) contends that, in reality, the test results come from the investigations of 
the researchers themselves, and even though the results may seem formidable, 
some apprehension exists about their trustworthiness and accuracy (Palmer, 
2007:7). 
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Furthermore, Landy (2005:418) is of the opinion that self-report EI inventory scores 
have little predictive value of specific outcomes, such as success. Cavazotte et al. 
(2012:453) agree that the predictive value of these tests is questionable. Perez et al. 
(2005:125) conclude that mental ability cannot be successfully measured by means 
of self-report inventories. 
 
Therefore, it can be concluded that all EI inventories, irrespective of their approach, 
are under scrutiny: some researchers favour maximum-performance assessments 
as indispensible for the assessment of authentic emotional intelligence abilities 
(Petrides, 2011:657). Others are of the contention that emotional matters cannot be 
objectified and should be assessed by means of self-report measures (Perez et al., 
2005:126). 
 
2.10 LIMITATIONS IN EMOTIONAL INTELLIGENCE RESEARCH 
 
Regardless of the excitement that EI generated as a new kind of intelligence, several 
investigators have also critiqued it. Dr. Goleman's book is a dynamic, interesting 
reporter’s explanation, which deals with a lot of interesting investigations of EI, but is 
seen as a popular, instead of scientifically precise theory, developed for the ordinary 
man in the street (Mayer et al., 2008:2).  
 
Further criticism against Goleman’s enlargement of the EI model is the regrettable 
outcome of including almost every human competence that was not IQ itself, as part 
of emotional intelligence. According to Locke (2005:426), these include unrelated 
and independent social skills that do not correlate with EI. Furthermore, some 
components are considered insignificant with regard to either emotion or intelligence. 
Together, these concerns have generated great theoretical uncertainty (Becker, 
2003:193).  
 
Hawkey (2006:145) warns against the theoretical pitfalls of ‘superficiality and 
pastiche' in the theory on EI. Objections to the theory on EI began with criticism 
against the wide-ranging and vague theoretical definitions of EI. This notion is 
supported by Locke (2005:427), who also refers to the misconception of the 
construct of intelligence, on the basis that it should be clearly distinguished from 
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competencies, traits, attitudes and emotional states. Some researchers are unsure if 
EI is a genuine form of intelligence and see it as a mere cluster of personality traits, 
while others refer to it as interpersonal skills ‘repackaged’ (Slaski & Cartwright, 
2003:234). 
 
The theory on emotional intelligence has therefore also been criticised for being non-
scientific and for not having a clear conceptualisation about what this type of 
intelligence actually implies, whilst listing several kinds of unrelated behaviour as 
intelligence (Eysenck, 2000:222). The ‘lack of conceptual clarity’ and ‘little critical 
analysis’ of EI are also mentioned by Lewis et al., (2005, 339). For Becker 
(2003:193), EI is grounded in weak theory and is mere intelligence, with the focus on 
emotional matters. Lewis et al. (2005:352), do not even consider EI as a concept, but 
describe it as a ‘heuristic’. 
 
A further claim that is challenged is the notion that EI can be taught and learned, 
because personality is relatively fixed (Lewis et al., 2005:349). Yilmaz (2012:276) 
contends that emotional traits are situated in the genes and personality, and are 
therefore reasonably fixed and permanent. 
 
Riggio (2010:168) also notes some limitations of EI research. Firstly, he explains 
that, initially, the two models of EI, namely the ability and the mixed models, were 
utilised to some degree to steer the progress of EI research; yet there is no 
theoretical structure for advancing interpersonal competencies. Secondly, he 
suggests that further research is needed on the methods that are being used to 
transmit emotional and interpersonal abilities (Petrides & Furnham, 2003:40). This 
need is also emphasised by Hansenne and Legrand (2012:268). 
 
Another significant theoretical drawback identified in the field of EI concerns the 
oversight concerning the difference between typical and maximal accomplishment 
(Perez et al., 2005;124). Investigations in EI failed to notice that the differentiation 
amounts to some extent of theoretical uncertainty and conflicting findings (Perez et 
al., 2005:136). 
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Hofstee (2001), as cited in Petrides and Furnham (2003), posits that the empirically 
proven autonomy of personality traits and cognitive capabilities should be taken into 
consideration when new theories are initiated (Petrides & Furnham, 2003:40). 
Further investigations need to be conducted on current courses to establish which 
programmes are more successful and beneficial regarding emotional and 
interpersonal competencies (Riggio, 2010:168). 
 
2.11 ROLE OF EDUCATION IN DEVELOPMENT OF EMOTIONAL 
INTELLIGENCE 
 
The last twenty years have been characterised by a growing awareness of the role 
emotions play in education (Palomera et al., 2008:438). Emotional intelligence is 
portrayed in a manner to conceptualise the connection between cognition, mental 
ability and emotion; this has brought emotions right into the education domain.  
 
Some research claims that emotional traits are situated in the genes and personality 
of a person, and therefore question if it can be taught, changed or developed. 
However, at the same time it is accepted that nature can shape a person’s 
personality and that EI can therefore be improved, but that dedicated efforts and 
devotion are needed to achieve this (Yilmaz, 2012:276; Lewis et al., 2005:349; Stys 
& Brown, 2004:54). 
 
Several researchers (Benjamin et al., 2012:55; Brackett et al., 2011:98) are therefore 
convinced that emotional intelligence, which encompasses emotional knowledge and 
capabilities, can be taught and improved in a school and work setting. Bar-On 
(2006b:14), concurs claiming that the skills related to EI are learned and can be 
developed through teaching. This is further confirmed in the literature by several 
researchers (Yilmaz, 2012:264; Lewis et al., 2005, 339; Freshwater & Stickley, 
2004:92), which author is contend that weak areas of EI can be identified, and 
improved further, by means of education. 
 
Brackett and Katulak (2007:4) emphasise the clear relation between emotion and 
attention, which in turn influence learning and behaviour. The purpose of education 
is not to merely transfer knowledge, but to ‘develop personality, to build character, to 
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teach men and women to live fruitfully with others’ (Reilly, 2005:308) and to handle 
their emotions and solve problems appropriately (Zins, Elias & Greenberg, 2007:79). 
Berenson et al. (2008:1), explain that learning ‘is as much a function of a person’s 
emotional response to a learning environment’, as it is to all else that is happening in 
the teaching situation. Elias, Hunter and Kress (2001:149) contend that EI has 
therefore carved out a permanent position for itself in education. 
 
Consequently, support for a more inclusive educational agenda has grown in recent 
years (Brackett & Katulak, 2007:1). Rivers and Brackett (n.d.:1) assert that 
innovation in teacher education is needed to answer to the need for education of the 
whole child; this initiative should start in the school environment, where the learners’ 
emotional needs are also accommodated, so that skills to deal with emotions in an 
adaptive manner can be transferred. 
 
Teachers are the major instruments in EI education during the learners’ school-going 
years (Bracket et al., 2012:219). Teachers themselves need confidence, 
commitment, a firm belief in the importance of EI and a positive school climate to 
succeed with EI education (Bracket et al., 2012:220). However, if the teacher himself 
has not mastered EI skills, it will be impossible to transfer such skills to learners 
(Lewis et al., 2005:349).  
 
Teachers who demonstrate emotionally intelligent behaviour themselves and 
demonstrate respect to their learners can create an inviting climate in the classroom 
and stimulate and encourage them in a special manner to become emotionally 
intelligent individuals (Coetzee & Jansen, 2007:3). Such teachers are generally more 
efficient in their teaching task and lead learners to improved learning (Brackett & 
Katulak, 2007:1). It is important that teachers must do everything in their power to 
generate circumstances and possibilities that encourage children to get in touch with 
their own selves, and with others, so that they can learn more about themselves and 
grow their empathy for and understanding of other people (Gazzard, 2002:25). 
Conceptualisation serves as an essential part of EI, since it can be utilised to support 
teachers in conceptualising the basic needs of children (Richburg & Fletcher, 
2002:33). 
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Beland (2007:70) contends that ‘educators need not view academic learning, and 
social and emotional learning, as opposite ends of a tug-of-war’. In the mid 1960s, 
educator Stone-McCown, previously a nurse, identified that her own children needed 
more than the academic learning that schools could provide. Stone-McCown and 
school psychologist Dillehunt developed a ‘Self-Science’ curriculum for EI in the 
1970s, for her Nueva Day School and Learning Centre in San Francisco. Their aims 
were quality education and integrating EI into all activities in the classroom (Bar-On, 
2007:9; Jaffe, 2004:102, 109; McCown, Jensen & Freedman, 2009:117; Stone-
McCown, 2003:84). 
 
They also made their resources and strategies available to others through a network 
they named Six Seconds (Stone-McCown, 2003:84). They realised that thinking and 
feeling were closely related and that teachers working with learners could profitably 
focus on imparting skills to identify emotions, resolve conflict, develop empathy, cope 
under difficult situations, communicate with others, and prevent violence (Palomera 
et al., 2008:443). In Maryland, emotional and social learning was also integrated into 
their school curriculum, with remarkable success: the students affirmed the value of 
social and emotional competencies (Beland, 2007:68). That proved that social and 
emotional learning could indeed increase the level of EI significantly (Bar-On, 
2007:10).  
 
The process of emotion education of emotionally intelligent and successful teachers 
can occur in five steps (adapted from Gottman, 1997): The teachers should be 
sensitised to: 
 
• become aware of the child’s emotion; 
• recognise the emotion as an opportunity for understanding and teaching; 
• listen and respond with empathy, confirming the child’s feelings; 
• try to help the child to find words to verbalise the emotion he is experiencing, 
and 
• set limits, while exploring strategies to solve the problem at hand, e.g. if he is 
upset, anxious or angry.  
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It is important to note that the teaching of EI involves more than conventional 
cognitive training. According to Stys and Brown (2004:36), it encompasses emotional 
sensitisation and ‘retraining the brain centres which control emotions’. It includes 
elements such as visualising the ideal self, awareness of strengths and weaknesses, 
improving these strengths and limiting the weaknesses, experimentation with new 
skills to improve EI, and trust in a reliable mentor and guide.  
 
This can be done through workshops, in which role-play and simulated exercises 
could be valuable in developing EI in small group settings, with the focus on dynamic 
collaboration (Lewis et al., 2005:350; Reilly, 2005:301). In this regard, they refer to a 
‘shared’ EI, in a ‘specific learning context’ (Lewis et al., 2005:351), such as in the 
case of the teachers in a deprived environment in the current study.  
 
Many programmes exist for organisations to train staff and improve their emotional 
intelligence, such as the Mastering Emotional Intelligence Program (MEI), designed 
by Goleman and Boyatis; the Emotional Competence Training Program, of the 
Assurance Division at American Express Financial Advisors; and the Customized 
Leadership Development Program, based on a design of the Weatherhead School of 
Mangement (Stys & Brown, 204:39; Brackett & Katulak, 2007:1). The research of 
Grant (2007:257) confirms that training over several weeks would improve EI levels, 
while a short two-day programme did not have the same effect. 
 
In the literature, many more programmes are mentioned as utilised in EI education in 
different disciplines, such as for nurses (Freshwater & Stickley, 2004:91); medical 
doctors (Lewis et al., 2005, 339); and law students (Reilly, 2005:301). Patterson’s 
(2013:1) research findings indicate that the EI of martial artists is on a higher level 
than that of the broad spectrum of people. Schonert-Reichl and Hymel (2007:21) 
mention the active programmes in IE undertaken in the United States of America, 
United Kingdom, Canada, Singapore, Malaysia, Hong Kong, Japan, Korea, Australia, 
and New Zealand. 
 
In the United Kingdom (UK), a study was done on how learners’ emotional and social 
competence and wellness could best be accomplished. Shortly after that, other 
programmes followed, the most recent of which is called Every Child Matters, where 
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the focus is on the emotional competence and wellness of the child, through the 
teacher’s own emotional competence and wellness (Hawkey, 2006:137). Yilmaz 
(2012:264) discusses the Thinking Skill of Emotional Intelligence Education 
Program, which is presented in twelve sessions, based on the relevant model of EI. 
It is clear from Sala’s (2004:3) research that programmes, designed to develop EI, 
are indeed effective. 
 
Brackett and Katulak (2007:2) make mention of a programme for teachers called the 
Emotional Intelligent Teacher (EIT), designed to help teachers utilise EI skills in their 
life and work, and one for learners, called Emotional Literacy in the Middle School 
(ELMS), to help learners develop EI skills in classroom learning. Both these 
programmes are used in the USA and other European countries, such as the UK. 
During teacher workshops, participants are encouraged to become aware of, 
understand, use and manage their emotions (Brackett & Katulak, 2007:7-11). In the 
learner programmes, feeling words are introduced; explanations and interpretations 
are done; and associations are formed by means of classroom discussions and 
written assignments.  
 
In teacher education, few scientific findings are available in South Africa. Hawkey 
(2006:138) indicates that emotions were traditionally seen as dangerous with regard 
to thinking and behaviour, and that caused the earlier cautionary approach to and 
neglect of emotions in teacher education. Due to the grim picture prevailing in the 
South African education system (Maree & Mokhuane, 2007:140; Bloch, 2009:1), high 
quality education that develops not only the cognitive mind of the learner, but the 
total learner, or ‘educating the heart as well as the mind’ (Schonert-Reichl & Hymel, 
2007:20), has to be a priority in South Africa. This would hold numerous advantages 
for teachers, learners, communities and society at large. Palomera et al. (2008:446), 
emphasise that the acquisition of social and emotional competencies is not beneficial 
only to teachers’ teaching effectiveness, and learners’ meaningful experiences in the 
classroom, but also for the specific environment in which the school is situated, and 
society in general. 
 
Theoretical knowledge of EI should form an integral part of all teachers’ training 
(Schonert-Reichl & Mymel, 2007:1; Rivers & Brackett, n.d.:3). Palomera et al. 
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(2008:438) also appeal for the inclusion of EI education in pre-service teacher 
training, with reference to the many and diverse roles teachers have to fulfill and the 
constant appeal for quality education in schools. They consider this as a priority 
focus in training, because it improves general well-being, work performance and the 
social competencies of teachers and learners.  
 
Educating EI skills is important, as it is seen as ‘a foundation for all other learning’ 
(Stone-McCown, 2003:84). Teachers have to respond to social and emotional 
challenges on an everyday basis, as part of their task. Teachers know that emotions 
play an important role in their own lives and that of their learners. They, and their 
learners, often experience negative emotions and need to regulate their own 
emotions and those of learners, and adapt to life situations, for which key emotional 
and social competencies are needed (Palomera et al., 2008:442).  
 
However, more research is needed in the field of education to design local 
professional development and tertiary programmes, aimed at developing the EI of 
teachers and learners and then assessing the effectiveness of such programmes 
(Hansenne & Legrand, 2012:268).  
 
2.12 CONCLUSION 
 
Chapter Two has provided an in-depth overview of intelligence, emotions and 
emotional intelligence. The chapter included the following sections, namely: the 
clarification of concepts, variables that influence EI, a historical perspective on EI, 
the relation between brain functioning and emotion, constructs related to EI, 
components of EI according to various models, the assessment of EI, criticism 
against EI research and measurement, and the role of education in the advancement 
of EI.  
 
In the literature it was evident that no perfect profile exists of the emotional intelligent 
person who will be successful in every aspect of life. The behavioural outcome will 
be dependent on the contexts in which individuals have to be operational. In this 
study, it is the deprived environment in which most South African teachers have to 
teach. 
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Chapter Three will provide a theoretical perspective on the nature of the context of a 
deprived environment, with reference to the teaching profession. Taking into account 
the difficulties that the teachers in deprived environments are confronted with on a 
daily basis, it will be interesting to correlate their coping under these difficult 
circumstances with their existing emotional intelligence competencies. 
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CHAPTER THREE 
 
THEORETICAL PERSPECTIVE ON CHALLENGES FACED IN A DEPRIVED 
ENVIRONMENT 
 
3.1 INTRODUCTION 
 
In theoretical perspectives on education in a deprived environment, the correlation 
between the environment and the outcomes of education is clearly highlighted 
(Sharkey & Elwert, 2011:1934; Wodtke, Harding & Elwert, 2011:713). It is argued 
that a deprived environment can have a detrimental influence on education, 
characterized as it is by limited resources, lack of access to infrastructure, health 
risks and conflicting subcultures (Wodtke, Elwert & Harding, 2012:3).  
 
However, one important factor that can make a difference in such a situation is the 
teacher. For as long as teaching has been recognised as a profession, teachers 
have been devoting their individual efforts and expertise to their teaching. Since 
most of them regard their profession as important, they usually spend most of their 
day at their place of work, or working on their teaching away from the school, 
especially if they have a passion for what they are doing (Day, 2004:45). Their task 
is to build a bridge for the child to cross between his familiar environment and the 
unknown territory of society at large (Jacobus Pretorius, 1998:81). 
 
Teachers who teach in deprived environments are confronted with different 
conditions than are their colleagues who teach at more affluent schools. The reality 
that teachers working in a deprived environment face on a daily basis is more 
challenging, demanding and difficult than that in a supportive environment. They 
need special skills to meet the specific needs that are prevalent in a deprived 
environment. Yet, the quest for quality education remains uniform for all teachers, 
irrespective of the teaching environment (Tao, 2013:2).  
 
Teachers at schools in a deprived environment are constantly confronted with the 
consequences of the low socio-economic background of the learners, poverty, 
inadequate means, overcrowded classrooms, poor school attendance, truancy, lack 
 98 
 
of parental involvement, deterioration of facilities and environmental shortages 
(Sullivan, 2003:515). They are restricted by these circumstances and therefore they 
have different viewpoints on the work that they do, as well as their basic 
requirements for their optimal execution of their daily duties (Johnson, Hodges & 
Monk, 2000:179).  
 
In recent times, teachers’ responsibilities have increased, with the focus on the out-
of-classroom environment challenges, particularly in disadvantaged environments. 
Teachers are compelled to attend to and render assistance in respect of other 
factors that impede teaching and learning, such as the learners’ physical care and 
family circumstances. In this regard, the Norms and Standards for Education (DoE, 
2000) also make mention of the additional pastoral role of the teacher. It has been 
reported that teachers regard vulnerable children as an added and intense teaching 
responsibility, for which they are seldom adequately formally trained and equipped 
(Hoadley, 2008:149). The quality of teachers’ working environment contributes 
largely to their proficiency, commitment and emotional well-being (Ladd, 2011:235-
236). In this chapter, the nature and effects of a deprived environment on the 
teaching profession will be subjected to close scrutiny. 
 
3.2 CLARIFICATION OF CONCEPTS 
 
3.2.1 Teacher/Educator 
 
A teacher is an individual whose occupation it is to teach and instruct other 
individuals in all spheres of education, in any kind of training environment, whether 
formal or informal (Department of Education, 1997:vi). However, in the case of this 
study, it refers to a professionally trained teacher who instructs school learners 
(children of school-going age), in order to assist them in understanding, learning and 
applying new knowledge, skills and values.  
 
A person who chooses teaching as a career has to become professionally trained in 
the art of being a teacher, in order to be able to assist school learners in fulfilling 
their potential and becoming more educated, informed and prepared for life after 
school. The teacher is expected to be equipped to give the necessary guidance and 
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support on the learner’s path to self-actualisation, and ultimately to full adulthood 
(Van Den Aardweg & Van Den Aardweg, 1999:234). 
 
Chan (2006), as cited in Olivier, De Lange and Wood (2010:43), makes reference to 
a reciprocal link that occurs between education and the teacher’s experience; the 
reality is that teachers effectively make use also of their own knowledge, gained 
through experience, when they teach.  
 
3.2.2 Learner 
 
Learner is a concept that includes everybody who is studying to obtain new 
knowledge, skills and values, varying from early childhood training right through to 
adult education (Department of Education, 1997:vii). Another description for a 
learner is someone who is instructed and educated by an adult, and who agrees to 
the teachings (Van Den Aardweg & Van Den Aardweg, 1999:196). The learner 
learns and develops through exposure, involvement, commitment, diligence, 
understanding, experimentation, memorisation and practical experiences, to know 
more and become informed. 
 
The learners referred to in this study involved primary and secondary school children 
who spent most of the day in a classroom at school under the supervision of a 
teacher. Learners are taught and guided by their teachers and gain knowledge 
through the teachers’ guidance and teachings. Learners can also be called scholars, 
pupils or students. 
 
3.2.3 Deprived environment 
 
The concept deprivation means ‘to be without’, or to be prevented from acquiring, 
possessing, benefitting or enjoying some things, or that something is being removed. 
It can also refer to the loss of some preferred entities (Reber & Reber, 2001:190). 
The specific losses of what an individual is deprived of may be different for different 
people, but a person’s primary need for food, water, clothes, shelter and safety as 
well as the privileges of education and emotional nurturing, are some of the 
important issues that are taken into consideration when referring to deprivation 
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(Marshall, 1998:196). Deprivation can also be ascribed as an unqualified 
consequence of destroyed family relationships, manifesting in an anti-child culture 
(Smith & Le Roux, 1993:38). 
 
Environment has different meanings and is consequently described differently in the 
contexts in which it is used. The word stems from the Old French word environner, 
which refers to external surroundings and conditions; and from the term, environ, 
which means ‘around, surround and encircle’ (Colman, 2001:246).  
 
According to Marshall (1998:196), the term is used in numerous ways in academic 
subjects. Biology and psychology often put the word environment side by side with 
heredity in an in-depth separation of the affects that influence the nature and 
behaviour of existing subjects. A person’s environment includes the entire 
surroundings in which he functions. It generally comprises his physical and social 
circumstances and aspects of how he relates to his surroundings (Reber & Reber, 
2001:243; Karp & Yoels, 1998:52; Stratton & Hayes, 1993:63). Elliot, Kratochwill, 
Littlefield Cook and Travers (2000:259) also assert that one’s environment does not 
apply only to one’s physical milieu, but also includes the nearest people with whom 
one makes contact, in addition to one’s broader cultural background. 
 
A deprived environment, also referred to as milieu deprivation, reflects on a cultural 
and/or social and/or educational and/or geographical and/or material and/or 
scholastic disadvantage/handicap/alienation/retardation/impediment, alluding to a 
multiplicity of social, economic and cultural factors hindering the deprived individual’s 
development of independence and the privilege to make the most favorable use of 
his capabilities and resources (Jacobus Pretorius, 1998:303,304). A deprived 
environment is described by Le Roux (1994:15) as the circumstances in which an 
individual or people from a lower socio-economic class have to survive with partial 
community participation and no drive to excel in life, because of being relegated to 
poorly paid employment. 
 
An environment that creates ’unfortunate and vulnerable groupings’ (Jacobus 
Pretorius, 1998:301), because of low socio-economic and cultural ranks, could be 
described as a deprived environment. Such an environment is characterised by low 
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socio-economic status, poverty, illiteracy, less privileged professions, joblessness, 
idleness, little community involvement, and few chances for improvement of the 
existing life situation. Backlogs are common, due to a vicious circle of poverty and 
shortages, which hamper the optimal self-actualisation of the people in such a 
setting. There is little hope of a better quality of life for them. 
 
People who have been socially isolated can be deemed as vulnerable, and are 
exposing themselves to further social exclusion in society. The concept learners at 
risk allude to those learners who are negatively influenced by their deprived 
environments which will prevent them from being successful in life. They are 
susceptible to drop out of school or could become involved in unacceptable 
activities, such as truancy, substance abuse and crime, which will jeopardise their 
future prospects (McWhirter, McWhirter, McWhirter & McWhirter, 2004:6). This 
include children who do not attend school; those who have the opportunity to attend 
school, but are experiencing difficulties in engaging with other learners; those who 
are living with HIV/AIDS; those who endure sexual abuse; the disintegration of family 
life; unemployment; exposure to violence in communities, socio-cultural and 
geographic isolation; as well as racial and gender bias. For this reason, poverty is 
included in the concept of social exclusion in South Africa (Hall, Muthukrishna & 
Ebrahim, 2005:51). According to Cooper, Lloyd-Reason and Wall (2003:80), the 
concept ‘social exclusion’ presents a practical way of simplifying the specifications of 
those who can, or cannot, fit in with the regular ways of family, or any other types of 
relationships. 
 
For the purpose of this study, a deprived environment referred to the entire 
geographical, physical, interpersonal, social, economic, cultural and historical 
conditions of inadequacy and insufficiency that have a direct impact on people’s 
lives, in the sense that it impedes their progress to advance in life and reach their full 
potential. 
 
3.2.4 Socio-economic status 
 
The concept Socio is derived from the Latin word sociare, which literally means ‘to 
live together’ (Jacobus Pretorius, 1998:2), and depicts a merger of social or societal 
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components (Reber & Reber, 2001:692). Each person is a social being (animal 
sociale) (Jacobus Pretorius, 1998:3), who lives and exists as a co-human among 
others and has the need for contact with them and for being part of society. This 
refers to the relationships, associations, engagement, participation and 
communication of persons.  
 
The term economic has varying meanings and stems from the Greek word 
oikonomia, which means household management. The latter is derived from oikos (‘a 
house’) and nemein (‘to manage’) (Colman, 2001:231). Economics relate to money, 
finances, profits, losses, material resources and welfare (Hanks, McLeod & Makins, 
1990:354). It has to do with the handling of supplies, and the manufacturing, 
allocation and utilisation of produce and benefits (Colman, 2001:231). 
 
The concept socio-economic status demotes that a person belongs to a certain 
group of people with the same proportional economic, educational and occupational 
attributes. This concept is often used to draw attention to the inequality that exists 
between the low and middle socio-economic status groups. Generally speaking, 
most individuals in the poverty-stricken, low socioeconomic group have not 
completed their schooling. They have fewer financial assets, and hardly any 
influence in any educational establishments (Santrock, 2004:136).  
 
According to Reber and Reber (2001:692) and Marshall (1998:627), people position 
themselves in social classes, established based on family background, social class, 
educational background of oneself or one’s parents, principles, type of profession 
and own family economic background. The word class involves both similarity and 
difference, which implies that it is related to categorisation and association 
(Snowman & Biehler, 2003:152). Colman (2001:134) refers to class, known also as a 
social class or socioeconomic class, as a group of people who communicate with 
people of the same social standing with whom they share similar cultural qualities 
(Santrock, 2004:142). In some countries, they distinguish between the different 
class-groups, by referring to the underclass (or the have-nots) at the bottom of 
society as culturally deprived (Taylor, Richardson, Yeo, Marsh, Trobe & Pilkington, 
1995:61). 
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For the purpose of this study, socio-economic status referred to all the different 
aspects of a person’s geographic, physical, interpersonal, social and economic level 
that constellate his social and economic position, rank or class, including the nature 
of interactions with other individuals in his immediate surroundings.  
 
3.3 THEORETICAL PERSPECTIVE ON DEPRIVATION 
 
Deprivation Theory has been widely applied in the Social Sciences over the past fifty 
years and is relevant with regard to social, political, organisational and psychological 
challenges (Flynn: 2011). It forms part of the more encompassing interdisciplinary 
field referred to as Social Movement Theory. 
 
Deprivation Theory dates back to Marx (1933), Stouffer (1949) and De Tocqueville 
(1955) (Walker & Pettigrew, 1984; Walker & Smith, 2002; Flynn, 2011) and refers to 
the correlation between circumstances and dissatisfaction. In the 1950s and 1960s, 
much scientific thinking and hypothesising focused on deprivation to culminating in a 
Deprivation Theory. Five categories of deprivation were explained by Glock (Glock & 
Stark 1965), based on the type of tension experienced: be it economic, social, 
organismic, ethical or psychic in nature. 
 
Feelings of deprivation are relative, as they originate from a judgment of social 
norms that are not supreme and fixed, but usually vary over time and place. 
Therefore, a distinction becomes possible between relative deprivation and absolute 
deprivation (also known as objective deprivation, or absolute poverty). Absolute 
deprivation reflects people's actual appalling state of affairs. Examples of absolute 
deprivation are physical violence, malnourishment and poverty, while relative 
deprivation denotes the difference between what one expects in life and what one 
actually receives.  
 
Runciman (1966) proclaims that relative deprivation is the result of social 
comparison and can explain social incidents. It refers to people who are deprived of 
possessions that society consider to be significant, such as material belongings, 
fairness, position and favor, and who unite to take group action, expecting to change 
their status quo of injustice. Human beings are inclined to determine how fortunate or 
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deprived they are, not according to any fixed benchmark, but by comparing 
themselves with others. They decide what they deserve and what they can expect, 
from looking at other people.  
 
Scientific literature deals extensively with relative deprivation theory, which explains 
human beings’ responses to an impartial situation, based on their ‘subjective 
comparisons’ (Walker & Smith, 2002:1). Flynn (2011:100) explains that feelings of 
being deprived are formed when ‘desires become legitimate expectations’, which are 
obstructed by society. Relative deprivation theory represents collective feelings 
about a conviction that appeals to people to become part of social movements 
(Flynn, 2011), founded on their assessments of what they think they should have, 
measured against what others have. It therefore reveals what people believe they 
should have relative to what others have, or even compared with their own history, or 
expected potential prospects. Progress in circumstances generates human 
aspirations for even more improved conditions, and can thus trigger revolutions. 
 
Runciman (1966) further differentiates between egoistic and fraternal relative 
deprivation (Flynn, 2011). Unacceptable social status gives rise to egoistic relative 
deprivation in comparison to other, more affluent members within the same group. 
Fraternalistic relative deprivation denotes the negative comparison of the entire 
group to prosperous different other groups and can contribute to the group’s 
collective identity (Walker & Pettigrew, 1984). Egoistic relative deprivation can be 
illustrated by the person who expects to be selected for a vacant position, cannot 
accept it if another member is chosen, and therefore plans to take some action, 
usually with little effect. Fraternalistic relative deprivation can be detected in the 
example of discrimination between different socio-economic classes. Action to rectify 
the latter carries the possibility of generating energy and stronger social movement, 
which could lead to social unrest and revolution: ‘The theory is potentially powerful ... 
for intergroup relations’ (Walker & Pettigrew, 1984). 
 
In later scientific writings on deprivation (Gurr, 1970), the phenomenon was 
described in more subjective terms, feeling deprived within the group, emphasising 
egoistic, rather than fraternalistic relative deprivation (Walker & Pettigrew, 1984; 
Walker & Smith, 2002). People’s expectations of valuable things are usually 
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informed by what they are convinced they are justly entitled to. Crosby (1982) made 
a concerted effort to list the preconditions of deprivation, namely ‘the person sees 
others possess a desirable X; wants X; feels entitled to X; thinks it feasible to attain 
X; and does not blame him/herself for not having X’ (Walker & Pettigrew, 1984:304). 
This can be summarised as ‘wanting what one does not have, and feeling that one 
deserves whatever it is one wants, but does not have’ (Walker & Smith, 2002: 2).  
 
If these situations are not met, the results are emotions such as disillusionment, 
resentment and suspicion. The outcomes of deprivation depend on the person’s 
target of blame for not having X (inward towards the self; or outward towards 
society); degree of own control; and the genuine chances for bringing about change 
(Crosby, 1982).  
 
A specific form of relative deprivation is relative poverty. A measure of relative 
poverty defines poverty as being below some relative poverty line, such as families 
who earn less than 20% of the median income (Griffen, 1988). Some sociologists, for 
instance Karl Polanyi, are convinced that relative disparities in economic affluence 
are more significant than absolute deprivation, and that it is more vital in determining 
quality of life (Griffen, 1988). This debate has significant results for social policy, 
specifically on whether poverty can be eradicated merely by lifting the total wealth, or 
whether steps are also needed to promote equality.  
 
As from the 1970s, deprivation theory has been criticised by numerous scientific 
writers. Its major flaw is that class represents only one of the many variables of 
influence with regard to deprivation. A complaint is also raised about the lack of any 
social network consideration. Flynn’s (2011:107) criticism was based on the fact that 
he differentiated a third kind of deprivation, other than egoistic and fraternal 
deprivation, which he called ‘self-referenced’ relative deprivation. He argues that 
relative theory should give more prominence to the individual’s personal feelings. In 
this case the comparison is with one’s own previous or future situation and can be 
utilised to determine one’s beliefs about the fairness of society (Flynn, 2011). 
 
Further critique of this theory has pointed out that it fails to explain why some people 
who feel discontented fail to take action and join social movements (Flynn, 
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2011:108). Counter-arguments include that some people are prone to conflict-
avoidance, are short-term-oriented, and that forthcoming life challenges may arise 
since there is no guarantee that life-improvement will result from social action 
(Kendall, 2005). Critics further argue that relative deprivation theory does not explain 
why some people get involved in movements from which they seemingly do not profit 
directly. Flynn (2011) furthermore challenges the relation between feelings of 
deprivation and the rise of social movements. 
 
Some theorists (such as Gurr and Crosby) have also been critiqued for having a sole 
emphasis, namely that of the egoistic type of deprivation. Such a reduction leads to 
the mistake of explaining ‘social phenomenon in individualistic terms’ (Walker & 
Pettigrew, 1984:309). Pettigrew’s (1967) notion of deprivation demonstrated clearly 
the broad, multidisciplinary disposition of relative deprivation and the fact that the 
danger exists that it eventually does not describe anything at all (Walker & Smith, 
2002:2) and ‘many attempts to test the concept directly were less successful’.  
 
Some scientists reason that such defects can be overcome by incorporating 
deprivation theory into a more well-known autonomous theory. This is what Stark 
and Bainbridge (1987) tried to do with their formal, rational choice theory on religious 
behaviour. 
 
The theory on deprivation is informative with regard to the context of this specific 
research study. The teachers who participated in the research are faced with 
multiple social, psychological, economical and organizational challenges on a daily 
basis. Their learners and parents came from disadvantaged circumstances, and 
comparisons with more fortunate groups are natural. They had to deal with the reality 
of absolute deprivation of severe poverty in the environment where they worked, as 
well as numerous comparisons and expectations from all stakeholders, based on 
relative deprivation. They also had to cope with less personal and infra-structural 
support, as will be illustrated in this chapter. The types of tensions they experienced 
and regularly had to deal with in this deprived environment would have economic, 
social, organismic, ethical, or psychic repercussions. 
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3.4 IMPACT OF SOCIETAL CHANGES ON DEPRIVATION 
 
Before the Industrial Revolution, the majority of people resided in agrarian 
(agricultural, rural) societies. The strong developmental link between industry and 
cities in the 19th century encouraged academics to investigate the differences 
between traditional rural and new urban environments (Merrett & Collins, 2008:149). 
Ferdinand Tönnies (1855-1936), a German sociologist-philosopher, was alarmed at 
the growth and development of an industrial society in his hometown. He published 
Gemeinschaft und Gesellschaft (1877) as an opposing kind of social connection 
(Schaefer & Lamm, 1998:138; Taylor et al., 1995:389). In this publication, he 
focused on two concepts, namely community and society (Jacobus Pretorius, 
1998:233). Gemeinschaft makes reference to a community in which personal 
relationships prevailed, with people still having face-to-face conversations, while 
Gesellschaft, orurban modernity, is characterised by written agreements, instead of 
personal relationships (Merrett & Collins, 2008:149; Jacobus Pretorius, 1998:233). 
This kind of contact in society has a detrimental effect on the family (Bezuidenhout, 
2004:7). 
 
In scientific literature, the reciprocal relationship between education and the social 
connections of the type of environment in which it takes place is apparent (Sharkey 
& Elwert, 2011:1934; Wodtke et al., 2011:713). Therefore, it can be argued that 
some societal changes that could deepen the demarcation between deprived and 
advantaged socio-cultural environments, could also further impact on the education 
of learners. 
 
Some of the major changes in society that have had a bearing on the environment, 
as well as education, will be discussed briefly below: 
 
3.4.1 Industrialisation and urbanisation 
 
The Industrial Revolution, accompanied by urbanisation, brought about significant 
changes in family structures. Prior to the Industrial Revolution, the family as a 
structure satisfied all the basic needs of family members. All events and happenings 
were guided by the members of the family structure. Duties were assigned in 
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keeping with age and sex, while children, the elderly and those who were 
incapacitated were suitably looked after and cared for in family units (Chinkanda, 
1994:173). 
 
People gradually became more mobile in pursuit of work opportunities elsewhere 
and therefore had to leave their intimate, uncomplicated rural environment for larger 
urban areas, where the environment was different and more demanding and 
complex. Contemporary society displays a number of social impediments, which can 
be ascribed to increasing industrialisation and urbanisation. Life in the city is faster, 
more distant, stressful, noisy and aloof, and largely restricted to the workplace and 
living quarters. High-rise buildings, such as shops, bridges, entertainment centres, 
malls, townhouse complexes and airports are distinguishing features of modern 
cities (Jacobus Pretorius, 1998:235).  
 
Urbanisation gave rise to the mushrooming of squatter camps. These informal 
structures of homes are normally built from discarded scrap material (Schaefer & 
Lamm, 1998:517), giving shelter to the very poor (Van Greunen, 1993:108). Due to 
the pressures of urbanisation and modernisation, most families lost their customary 
roles. This had led to a situation where parents have to leave early and travel long 
distances to work and return home late, while many children have to fend for 
themselves. As a result of these conditions, parents barely see their children.  
 
The children who are reared under the difficult circumstances of a deprived 
environment often have to learn to survive on their own (Chinkanda, 1994:180). That 
gives rise to more socially inadequate conduct among these children, such as 
undesirable behaviour at home and in class, truancy, delinquency, a neglected and 
unkempt appearance, social problems, a high school drop-out rate, low levels of 
expectations, feelings of insecurity and bitterness (Van Greunen, 1994:100). The 
impact of industrialisation and urbanisation on the environment, and consequently 
also on education, is therefore evident. 
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3.4.2 Scientific and technological development 
 
Science, technology and education signify the hope that people have for a better 
future. Science and technology preceded industrialisation, but the pace of 
technological development has increased over recent years (Sullivan, 2003:509). 
Apart from the positive impact that technology has on our lives (Sullivan, 2003:441), 
technological innovations, such as aeroplanes, television, computers, fax machines 
and cellular phones, have also brought with them noticeable and necessary 
adjustments in culture, social organisations and everyday social communications 
(Schaefer & Lamm, 1998:606). Contemporary social life is dominated by the power 
of technology (Jacobus Pretorius, 1998:237). 
 
Technological development and scientific achievements have made interaction and 
knowledge acquisition easier across a spectrum of races and cultures, in a globe 
that has shrunk significantly through new links. Yet, the process has also contributed 
to the growing isolation of individuals, and changed how people relate to one 
another. They have become more detached from their colleagues, while a very 
multifaceted and complex world formed around them (Schaefer & Lamm, 1998:608), 
characterised by technological shortcuts and fewer personal relationships of 
Gesellschaft of urban modernity (Merrett & Collins, 2008:149). 
 
In deprived environments, the backlogs increase further, because of a lack of access 
to expensive technology in schools (Schaefer & Lamm, 1998:615). In many classes, 
large numbers of learners must share insufficient technological assets, if any. In 
other cases promising learners are unable to further their education, because of 
poverty. The poverty spiral is a vicious circle that impacts negatively on many levels, 
including the development of potential scientists in deprived environments. It is clear 
that scientific and technological development brought not only positive 
consequences such as technological and scientific innovations, but also negative 
consequences, such as aloofness, disconnection and contact inflation between 
people (Jacobus Pretorius, 1998:241). The lack of access and/or insufficient 
technological assets in deprived environments, have further detrimental effects on 
education. 
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3.4.3 Population explosion 
 
Rapid and large increases in the population, because of improvements in health 
science, poor family planning and longer life expectancy, cause a population 
explosion, which underpins several other social and educational problems in the 
world. It develops into even bigger difficulties in deprived environments, such as the 
inability to supply the necessary amenities, including housing, education, health and 
recreational services for all the people (Le Roux, 1993:54)  
 
A significant outcome of population growth is overcrowding (Mitchell, 2004:195). 
Crowding is generally linked with social circumstances in deprived environments, 
and an upsurge in crime and/or aggression. The rapid population growth 
experienced in developing countries also challenges agricultural production to 
sustain the masses (Sullivan, 2003:412). With all the people that have to be housed 
and fed, the dilemma of shortages is created in such environments. The population 
explosion and the increased demand by bigger numbers of people on already 
inadequate resources in deprived environments further feed into the spiral of 
poverty, scarcities and backlogs. A stage will be reached in which environmental 
resources in certain geographic areas will become too scarce to support additional 
population growth (Sullivan, 2003:411). The consequences for education are also 
detrimental, causing further backlogs for teachers and learners in deprived 
environments. 
 
3.4.4 Estrangement and loneliness 
 
Population growth results in people becoming ‘faceless’ in the crowd and losing their 
identity self esteem and significance as individual persons. As a result of lost 
identities, they become lonely and estranged (Jacobus Pretorius, 1998:244). 
Loneliness can be very distressing and can be accompanied by feelings of 
displeasure, depression, anxiety, self-blame, uncertainty about the future, 
unhappiness and introversion (Baron, Byrne & Branscombe, 2006:304). Loneliness 
is a typical characteristic of an ‘anti-child culture,’ in which warm interpersonal 
relationships and contact are eroded and social isolation is experienced (Le Roux, 
1994:20). 
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The notion is created that Western society needs to be blamed for the lack of 
engagement with its traditional spiritual and social connections and beliefs. Where 
human beings are compelled to become more individualistic, they have to rely on 
themselves to get things done (Jacobus Pretorius, 1998:244). The same principle 
applies to the ‘latchkey children’, who are left to their own devices at home after 
school for long periods of time, without any adult supervision. It is widely accepted 
and agreed that these children are neglected on many levels. It is clear that such 
deprived environments are dangerous for these children (Swart-Kruger, 1994:202, 
203).  
 
Children from deprived environments, who are exposed to conditions such as 
overcrowding, unemployment, low levels of education and lack of community 
involvement in education, demonstrate a limited potential for developing social 
mobility (Van Greunen, 1993:92). According to Jacobus Pretorius (1998:243), the 
forceful tendency of ‘massification … implies that the mass person is manipulated 
more and more by the mass media … and that he is increasingly lost in the 
generality and neutrality of the crowd’, feeling lonely and estranged amidst the 
masses. Loneliness and estrangement are unavoidable in the masses of 
overcrowded deprived environments, with negative consequences for the provision 
of and involvement in the education of children. 
 
3.4.5 Mass communication 
 
Mass media comprise all kinds of communication to the masses, i.e. to many people. 
The most observable and most likely forms of mass media are television, 
newspapers and radio, in addition to the cinema, magazines and comic strips 
(Woolfolk, 2007:78). Lately, computers, the internet, i-pads and cellular phones can 
also find and distribute information fast (Schaefer & Lamm, 1998:608). 
 
Mass media have unlocked many new possibilities over the past few years. They 
have become our most important resources through which to gain new information. It 
is accepted that mass media can have a positive influence on learners; yet, the 
messages that are publicised, could also have a negative effect on the learners, if 
teachers are not able to choose and clarify and interpret certain aspects of the 
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subject. The audiences of mass media are enormous, while the number of people 
concerned with ‘sending out’ the communication is somewhat smaller. Mass 
communication occurs only in a one-way direction: the belief systems, values and 
norms of the masses are shared with everybody, without any input from the affected 
parties (Taylor et al., 1995:533, 534).  
 
Numerous popular television films and video games are packed with graphic 
portrayals of violence, while children in deprived environments are already exposed 
to gang violence and criminal elements in their surroundings (Bezuidenhout, 
2004d:189). Children are also exposed to other forms of mass media, such as 
magazines, the radio and newspapers that are full of stories of rape, murders, 
robberies and gang violence (Woolfolk, 2007:78). In such a way, messages of an 
inappropriate nature are frequently conveyed to learners.  
 
An alarming reality largely brought about by television is the breakdown of family 
communicating patterns. Family members are sitting together, quietly watching 
television, but there is no interaction between them, widening the rift, with no 
exchange or discussion of ideas on perceptions (Jacobus Pretorius, 1998:249). TV 
watching and mass media messages can also have a serious and negative impact 
on learners’ eating habits, as well as norms and values. This happens in all 
environments, including deprived environments. It poses a huge challenge to 
educators to appropriately interpret messages by mass media to children and to 
establish proper communication channels and patterns. 
 
3.4.6 Norm crisis 
 
A norm crisis can be described as a state where norms and values are compared 
with one another, relativized and de-emphasised, and where religious and moral 
principles are rejected, through mass media communication and crowded living 
conditions. When a child can no longer distinguish between right and wrong, 
acceptable and unacceptable, appropriate and inappropriate, he is experiencing a 
norm crisis. It is characterised by uncertainty regarding norms or as Jacobus 
Pretorius (1998:251) calls it: norm-pluralism. Durkheim (1951) alludes to this 
situation of ‘normlessness’ and this feeling of separation from norms as ‘anomie’ 
 113 
 
(lack of social and moral standards) (Van Greunen, 1993:108). It creates a situation 
of freedom, in which norms become insignificant, and is exposed to frequent 
modifications. 
 
The child who finds himself in a deprived environment, such as a squatter camp, 
under high density living conditions, who does not consider himself as a person 
belonging to a significant group, and feels detached from normal contact and the 
encouraging assistance from his peers, might find himself feeling uncertain and 
experiencing a norm crisis. He may often be inclined to a don’t-care disposition, 
causing inappropriate behaviour, with serious outcomes for education (Jacobus 
Pretorius, 1998:251).  
 
3.5 DIFFERENTIATED PERSPECTIVE ON A DEPRIVED ENVIRONMENT 
 
3.5.1 Material and economic deprivation 
 
Material deprivation is a concept that suggests a lack of financial or monetary 
goods and resources. It makes reference to distinct features, such as poverty in 
families because of low income, few economic means, meagre and overcrowded 
housing, insufficient physical care, undernourishment and malnutrition, poor hygiene, 
and a shortage of resources, exposure and experiences, such as through 
educational books, toys and outings. Wasting and misuse of funds also take place in 
order to make up for shortages and provide short-term satisfaction. These aspects 
sometimes cause friction in the family. There is generally not enough privacy and 
sufficient space for learners to play and study in (Bezuidenhout, 2004d:186; Jacobus 
Pretorius, 1998:307). 
 
A parent who gave evidence at the 1998 Hearing on Poverty described how his 
children had to travel approximately seven kilometers (roughly four hours a day) to 
get to school: 
 
 ‘They  walk on their feet to and fro… (my daughter) is always tired. Because 
we are not equal some parents are able to give their children money for 
buses, but others cannot’ (Lemon, 2004:287; Asmal & James, 2002:179). 
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Research that has been done by the Family and Child Experiences Survey has 
confirmed that economically deprived learners have a shortage of so many 
competencies that they are easy targets for being retained in a grade soon after they 
started school (Neuman, 2009:18). Since learners from deprived environments often 
drop out of school, they have an incomplete education, making it difficult for them to 
find adequate employment (Dolgon & Baker, 2011:245; Snowman & Biehler, 
2003:152; Elliott et al., 2000:127).  
 
Inadequate education can also be directly ascribed to the fact that many parents in 
deprived communities cannot meet school-related expenses, such as school fees. 
These parents are usually unemployed, or are doing casual or contract work and do 
not have a regular income. They cannot afford the cost of educational excursions for 
their children. Often there is no money for bus fare or other activities that are 
happening at school (Thomson, 2002:74). Material and economic deprivation cause 
unfavourable educational assets and opportunities in disadvantaged environments. 
Some aspects thereof are highlighted below. 
 
3.5.1.1 Poverty 
 
Inequality is present in all spheres of society and poverty is prevalent in most cases. 
Poverty is a spontaneous occurrence, which happens when there is a 
disproportionate spreading of resources, such as shelter, food and clothes, and 
when individuals cannot share in the facilities that are commonly supported in the 
social orders to which they belong (Dolgon & Baker, 2011:49). The most 
unfavourable circumstances and social derivatives in the form of unemployment, 
crime and poor health are the results of poverty (Abedian, 2003:80).  
 
Families in deprived environments typically find themselves in disadvantageous and 
harmful conditions, such as poverty; cultural and geographical exclusion; a lack of 
technological resources; and physical inadequacies. In addition, such families can be 
very easily displaced, because the adults have no permanent employment. Even 
though diverse social groups in a culture of poverty may be different in a number of 
certain aspects, they normally have a lot in common, such as unemployment, low 
economic and social status; substandard education; inadequate housing; restricted 
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or no privacy; inappropriate parental care; apathy and indifference; neglect and 
rejection; living without parents; unemployment, very little community involvement; 
no real desire to improve themselves; and a spiral of poverty (Block, Balcazar & 
Keys, 2001:22; Le Roux & Gildenhuys, 1994:28, 29).  
 
Various factors sustain a poverty cycle, such as a low income, unsafe and 
hazardous living conditions, inadequate resources and basic facilities, poor 
standards of health care and hygiene, impediments in completing a school career, 
overcrowding, homelessness, insufficient recreational facilities, discrimination, 
experiencing violence on a regular basis, prejudice and other influences that lead to 
a high school drop-out rate. As a result, the poverty cycle continues, with yet another 
generation born into poverty (Lindsey, Karns & Myatt, 2010: 22; Woolfolk, 2007:166; 
Elliott et al., 2000:125). A lack of education is often the main reason why poverty is 
transferred from one generation to the next (Nelson Mandela Foundation, 2005:28; 
Taylor et al., 1995:182, 183). The economic implications are largely responsible for 
the formation of a ‘poverty trap’ for a significant sector of the population.  
 
Families and communities that find themselves in deprived and impoverished 
environments such as squatter camps may also be exposed and vulnerable to 
diseases and illnesses, like tuberculosis. Children can become underfed and 
malnourished and due to a lack of proper nourishment, they become weakened, 
which makes it difficult for them to cope with daily challenges at school 
(Bezuidenhout, 2004d:186). It is also often expected from the children to undertake 
an economic role and perform other family duties for them to be able to survive 
(Donald, Lazarus & Lolwana, 2010:174; Thomson, 2002:76; Elliott et al., 2000:128). 
Poverty can therefore also have the highly detrimental reflect on families in deprived 
environments that children have to put an end to their educational dreams at a young 
age in order to supplement their family’s income.  
 
The culture of poverty theory, as suggested by Lewis (1966), proposes the view that 
disadvantaged people have acquired a subculture that consists of inconsistent family 
relations and unreliable individuals who have no confidence and do not see the need 
or importance of education (Dolgon & Baker, 2011:72). Berliner, cited in Nieto and 
Bode (2008:14), argues that poverty on its own puts harsh restrictions on what can 
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be achieved by means of educational restructuring endeavours. He concludes his 
research by asserting that the key strategy for enhancing a school’s 
accomplishments would be to decrease poverty, which is highly prevalent among the 
youth and families in deprived environments. 
 
Families who are exposed to poverty, even for a short period, can experience it as 
severe and very restrictive; however, when it becomes entrenched as a fixed and 
more permanent situation, the circumstances reach an intensity that can jeopardise 
a child’s prospects for the future (Neuman, 2009:10). The notion is that poverty 
constitutes a social situation that can be related to various types of problems, such 
as barriers to learning, physical, emotional and sexual abuse and behavioural and 
emotional problems, as well as substance abuse, which all impact negatively on the 
learner (Elliott et al., 2000:125; Dowdy, 1998:336). According to Terreblance 
(2003:74), Black poverty is a fundamental part of South Africa’s history of 
colonialism, separation and apartheid. For the majority of South Africans, poverty is 
not a passing occurrence, but a multifaceted situation that holds overwhelming 
consequences for developmental outcomes and education.  
 
3.5.1.2 Overcrowded and inadequate homes 
 
Overcrowding is an unavoidable consequence of the housing of families living in 
high concentrations in densely populated areas and in substandard neighbourhoods 
(Bezuidenhout, 2004d:187; Chinkanda, 1994:180). Many deprived learners, 
especially those who are living in urban areas, typically live under hazardous living 
conditions, in fairly small, inadequate, unsafe and overcrowded shacks in informal 
settlements and in socially restricted environments. Such environments are also 
known as slums, or ‘back streets’ (Lindsey et al., 2010: 51; Thomson, 2002:77). 
These environments are usually unappealing and disregarded. The structures of 
these homes, often constructed from waste material, give insufficient protection 
against the elements. They offer no privacy, leisure facilities are frequently 
inadequate, and people have to cope under very difficult circumstances. These 
factors are the source for frequent occurrences of violence, exacerbated by the 
feelings of frustration, inferiority and disappointment that the residents experience 
(Bezuidenhout, 2004d:186). Parental supervision is mostly non-existent and there is 
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usually no suitable place to study or to do homework for learners, which impacts on 
their learning and academic prowess and development (Snowman & Biehler, 
2003:154).  
 
3.5.1.3 Malnutrition 
 
A familiar occurrence in deprived environments is child malnutrition. It is estimated 
that ten percent of children living in poverty may be malnourished, as the 
environments in which they live are consistent with a lack of food and unbalanced 
diets (Bezuidenhout, 2004d:186; Santrock, 2004:136). Many children go without food 
all day and go to bed hungry (Dowdy, 1998:340). 
 
Malnutrition can cause retarded growth and development, which is a widespread 
poverty-linked phenomenon. Among South African children, 25 per cent of Black 
children are indicative of slowed down development. Neglect and retarded growth 
are more common in the rural than the urban areas (Jacobus Pretorius, 2004:345). 
The National School Health Policy and Implementation Guidelines (DoH, 2002) 
promote the formation of school-based support teams to react to the challenges 
confronting the learners. The National School Nutrition Programme fed 
approximately 5,2 million children in 2002, but this figure has since escalated, 
following the inclusion of secondary schools (Hoadley, 2008:137).  
 
It is difficult for children to remain focused in school when they have had nothing to 
eat (Dowdy, 1998:340). Malnourished children are vulnerable, especially when they 
are subjected to a physical and/or psychologically deprived environment, and it may 
be expected that they will not be able to reach their full potential in school (Child, 
2007:45).  
 
3.5.1.4 Health care  
 
Education is not about academic success only. Health care should be at the centre 
of any society, inter alia because it also has a bearing on how learners cope in the 
educational situation. It includes more than just physical health, to also encompass 
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an individual’s total welfare, such as his emotional social, moral, intellectual and 
spiritual well-being (Donald et al., 2010:19).  
 
Children who grow up in deprived environments are more inclined to suffer from 
health problems, as a result of a lack of medical care (Elliott et al., 2000:125). Since 
regular medical, nutritional and dental care are not easily accessible for 
disadvantaged children, it paves the way for the higher prevalence of illnesses and 
health problems, to the detriment of their education (Dolgon & Baker, 2011:354; 
Snowman & Biehler, 2003:153). In this regard, the scourge of HIV/AIDS has become 
a serious problem (Van Vuren, 2004:207-212), infecting and affecting teachers, 
parents and learners alike. 
 
Families who are living in deprived environments have diminished access to high-
quality prenatal, infant and general health care and good nourishment, due to 
financial constraints. Children who are born in poverty often suffer from fetal alcohol 
spectrum disorder and drug addiction before they are born, because their mothers 
abused these substances. As a result, these learners experience barriers to learning 
and will always struggle to function optimally at school (De Jager, 2013:4; Woolfolk, 
2007:166). 
 
3.5.2 Cultural deprivation 
 
The term cultural deprivation means that people are primarily deprived of 
acknowledging their own cultural goods and heritage. Cultural deprivation refers to 
shortages in the deprived environment with regard to exposure to and experience 
and perception of cultural capital (material), resulting in a shortage of norms, values, 
skills and attitudes regarding cultural orientation. That impedes the learner’s access 
to education, achievement, success and upward social mobility. This causes 
backlogs in the learner’s communication patterns and responses to challenges and 
learning material in class. Douglas’s (1964) conclusions have been utilised to 
endorse what has come to be recognised as cultural deprivation theory. This theory 
maintains that the working class is deprived of specific values, viewpoints and 
abilities that are vital for accomplishments in education and social advancement 
(Taylor et al., 1995:295).  
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The advocators of this theory contend that the deprived environment culture, 
irrespective of status, gender, traditions or any other aspects, differs innately from 
the upper-class culture. The difference in culture implies that privileged children are 
in a better position to gain cultural wealth by looking at their parents, while deprived 
children cannot; this deprivation is brought about by themselves and their parents. 
According to the theory, privileged children benefit more from cultural wealth, 
because they are socialising from an early age, which is not the case with deprived 
children. Children from the middle class can capitalise better on their cultural wealth 
to communicate successfully with their teachers, than deprived children, which adds 
to their social inequality (Bezuidenhout, 2004d:183; Morais, Neves, Davies & 
Daniels, 2001:1; Willis, 1977:1). 
 
Cultural inheritance is primarily conveyed at home and at school, where the child is 
exposed to role models of proper living (Jacobus Pretorius, 1998:79). The lack of 
concern, interest and support from the parents in educating and nurturing their 
children have a detrimental effect on the learners in a deprived environment and 
impedes their handling of school demands (Jacobus Pretorius, 1998:307). This kind 
of deprivation is self-perpetuating and repeats itself in the next generation, because 
parents in deprived environments are usually not ideal role models for their children 
(Block et al., 2001:21).  
 
The socio-cultural environment and the manner in which cultural ideas are conveyed, 
social gatherings, role expectations and the use of body language are equally 
significant (if not more so) than the use of language, sentence construction, 
articulation and the scientific studies of language and communication. Culture has a 
bearing on how people reason and identify with and gain knowledge about other 
people or the school environment. The school selects the appropriate cultural 
content and presents it to the learner through various learning areas. If cultural 
material is not properly addressed by the teachers in the schools, it may impact 
negatively on learning, resulting in confusion and conflict, which may impede further 
school success (Nieto & Bode, 2008:176, 179). That places more pressure on 
teachers in a deprived environment to step up learners’ cultural development and 
address related shortages. The important role of the teacher in this regard can 
therefore not be over-emphasised. 
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3.5.3 Emotional deprivation and neglect 
 
The concept of emotional deprivation and neglect is explained by Le Roux and 
Gildenhuys (1994:39) as withholding personal warmth and love from the child. It 
manifests itself in the deficient realisation of authentic educational elements, 
resulting in child neglect, which is characterised by deprivation of much needed 
psychological care (Dolgon & Baker, 2011:181; Donald et al., 2010:232; Woolfolk, 
2007:84; Lewis & Doorlag, 2003:425). According to Jacobus Pretorius (1998:308), 
emotional deprivation and neglect include the following: a shortage of affection, love, 
care, protection, support and encouragement and an inappropriate child-rearing 
style; inappropriate communication patterns in the family; unhealthy relationships; 
poor role models regarding the ethics of labour; living among others; obeying norms 
and values, and recreational activities (e.g. allowing the child to smoke or use 
alcohol, drugs with the parents or other adults); few opportunities for the child to 
optimalise his full potential; difficulties with identification and self-image; uncertainty 
regarding his own place and destination in life; unmet needs fulfillment (insufficient 
food, shelter, clothing, medical help, and hygiene); and obstruction of the child’s 
schooling and development.  
 
Research has indicated that poor, large families are generally more likely to have a 
home environment that is lacking love, respect, internal control, and sufficient 
guidance with regard to self-determination and self-control (Prinsloo, et al., 
1996:152). Child neglect is more prevalent in deprived environments, which parents 
are often immature or underage, involve themselves in substance abuse, and are 
overburdened (Dolgon & Baker, 2011:181). A deprived environment is also often 
characterised by paternal absence and an autocratic parenting style of rearing 
children, which is not beneficial for the children’s development and school related 
progress (Bezuidenhout, 2004b:26; Jacobus Pretorius, 1998:307).  
 
Emotional neglect is also evident in a situation where constant conflict or excessive 
spouse and abuse take place while the child is present. The results of emotional 
deprivation and neglect are devastating for children’s education and future. These 
children are also inclined to have inadequate self-control; they cannot manage 
independence well; and they are not inspired to be successful in life (Santrock, 
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2004:75). As a result, they resort to the same inappropriate and delinquent 
behaviour and crime (Bezuidenhout & Tshiwula, 2004:90). According to Lewis and 
Doorlag (2003:409), neglected and abused children are more inclined to be 
diagnosed with depression, substance abuse and acute obesity, have a tendency to 
become juvenile delinquents and adult criminals, and are generally expected to have 
a need for special education in school. The school therefore plays a crucial role in 
addressing shortages in the emotional development of learners.  
 
3.5.4 Social deprivation 
 
3.5.4.1 Interpersonal relationships and communication 
 
The family serves as the foundation for human relationships, but the environmentally 
deprived family is frequently characterized by family instabilities and is a purportedly 
keeping to themselves as a family. Parents are often ill-socialised and socially 
disadvantaged. The family ties often break down and relationships become spoiled 
(Bezuidenhout, 2004(c):3). The family is characterised by ineffective commands and 
lack of steadfastness, inadequate communication patterns, parents that are always 
squabbling, and family break-ups, due to abandonment, divorce, and extramarital 
and dishonest relationships. Such families do not operate as supportive, integrative 
entities. In these families, a lack of attention, care, encouragement and stability – all 
important for a peaceful and happy family unit – prevails (Bezuidenhout, 2004c:5; 
Jacobus Pretorius, 1998:306). As a result, the child’s social needs are not sufficiently 
fulfilled. The malfunctioning and mal-adaptation of the family can carry on into the 
child’s future relationships and adult life, eventually resulting in immature grown-ups 
(Jacobus Pretorius, 1998:307).  
 
Furthermore, it has a detrimental effect on the establishment of relationships outside 
the family, such as with friends and teachers (Bezuidenhout, 2004c:3). Instead of an 
intimate, cooperative relationship between the home and school in deprived 
environments, aloofness, ignorance and mistrust from parents and a disregard from 
teachers are often the order of the day, impacting negatively on the establishment of 
healthy relationships (Prinsloo et al., 1996:152).  
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3.5.4.2 Child abuse 
 
Child abuse in the family is evidence of significant inadequacies in parenthood. 
Violence against children is not a new phenomenon. However, it was only since the 
1960’s that it has been portrayed as physical abuse (Fulcher & Scott, 2003:482). 
Abuse is an alarmingly everyday and significant social problem in contemporary 
South African society, and more so in deprived environments (Donald et al., 
2010:230). 
 
Child abuse can be explained as a reluctance of a parent or guardian to take action 
following severe physical or emotional injury, sexual abuse, neglect, or even the 
death of a child (Lewis & Doorlag, 2003:424). For poor people, the lack of money 
directly relates to circumstances that cause stress, such as quarrelsome parents or 
troublesome children. These are all occurrences that can lead to child abuse 
(Sullivan, 2003:96). 
 
Abuse may take various forms, such as neglect or physical, verbal, sexual or 
emotional abuse, as described below: 
 
Physical abuse has to do with deliberate harm or physical injuries caused unto a 
child (Childline, 2010:1). It is characterised by bodily harm, is more widespread and 
more clearly recognisable than emotional abuse. Abused children are at a greater 
risk than non-abused children of repeating grades and causing disciplinary problems 
at home, in school and later in life (Donald et al., 2010:231; Smith et al., 1998:346). 
 
Sexual abuse can be described as deliberately taking advantage of children for the 
sexual satisfaction of the adult (Le Roux, 1994:19). Numerous studies conducted, 
came to the conclusion that more female children are sexually abused than males 
(Bezuidenhout, 2002a:56). Children who live without either of their biological parents, 
who have an absent parent, or who regard their family life as miserable, face a 
bigger possibility of being sexually abused, because of their vulnerability (Myers, 
2011:220). 
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Emotional abuse is the most widespread form of abuse and is difficult to observe, as 
it usually involves verbal abuse, such as bullying, teasing, downgrading, gossiping, 
lies, humiliation and ignoring. It could have lasting adverse effects on the mental 
development and emotional wellbeing of a child (Donald et al., 2010:231). It usually 
includes those individuals who have a close connection with the child, such as 
parents, teachers, caregivers or even friends. 
 
These forms of abuse are predominantly associated with poverty and are therefore 
more prevalent and severe in deprived environments (Santrock, 2004:77). The child 
must endure the consequences of a frustrated adult’s violent acts. As the child grows 
up, he relates to his abusive educators’ behaviour and becomes an abusive person 
himself (Jacobus Pretorius, 1998:365). 
 
Substance abuse is a common phenomenon in South Africa, particularly because of 
the availability of alcohol and drugs (Jacobus Pretorius, 1998:262). It prevails among 
adolescents, who are under tremendous pressure from their peers to abuse 
substances (Donald et al., 2010:215) and also see their parents as role models of 
abuse.  
 
Some learners cannot cope well and therefore rely on external aids, such as drug 
taking, to assist them in managing (Bezuidenhout, 2004e:121; 2002(b):89). 
Snowman and Biehler (2003:104) assert that learners who engage in substance 
abuse are not merely putting their physical and emotional health at risk, but also their 
academic progress at school, and ultimately becoming drop-outs. These learners will 
be subjected to additional problems at school and are more susceptible to medical, 
social and legal problems (Dolgon & Baker, 2011:302).  
 
Children are on the whole at risk of all types of abuse, and it is important to pay 
attention when abuse is suspected. The Child Protection Register and Child Care 
Act (Section 42) declare that it is compulsory for who take care of children to report 
potential cases of abuse. It is important that teachers be alert to the warning signs of 
substance abuse. If teachers become aware that learners are abusing substances, 
they can establish a caring and sympathetic environment. In this regard, teachers 
could develop a plan to develop learners’ self-worth and initiate possibilities for 
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learners to cope in the learning environment (Dowdy, 1998: 348, 349). Teachers also 
have a duty to inform their learners about the dangers of alcohol and drug addiction 
(Prinsloo et al., 1996:168). 
 
Woolfolk (2007:83) emphasises the important role of teachers in caring for their 
learners and looking after their welfare, which obligate teachers to get involved in 
cases of abuse. An important aspect of teacher development is to educate and equip 
teachers to deal with confidentiality and sensitive issues around abuse (Department 
of Education Directorate, 2002:187). Teachers also need to be conscious of the 
influential impact of values in schools, especially those values relating to sexuality 
and violence (Donald, Lazarus & Lolwane, 2002:267,268).  
 
3.5.4.3 HIV/AIDS 
 
The influence of HIV/AIDS on education is a much researched and debated topic 
(Van Vuren, 2004:207). South Africa is presently the leading country worldwide with 
regard to the HIV/AIDS pandemic. In 2001, the number of people infected and 
affected by the HIV virus was approximately 4,7 million in South Africa, and this 
figure rose to 6.29 million infected citizens in 2007 (Childline, 2010:1; Coombe, 
2002:236). 
 
The effect of the HIV/AIDS pandemic is mostly and dramatically noticeable in the 
escalation of deaths among young people. Young adults are dying at ages ranging 
from 25-35 (for women) and 35-45 (for men), when they are in their prime 
reproductive years. Irrespective of which social class they belong to, they are in a 
susceptible group of our society (Coombe & Kelly, 2001:7). 
 
This susceptibility is intensified for those coming from poor, deprived environments 
(Van Vuren, 2004:211), who may not have any assistance or access to proper 
medication and health care. The support from family members or the community 
may be too little to allow them to utilise their human basic right to education and any 
other additional benefits. HIV/AIDS is regarded as a disease that has significant 
adverse affects for children of school-going age. Most of them are not in a position to 
go to school, because of financial constraints; they may be required to take care of ill 
 125 
 
family members; or may be heading their own households and be forced to earn a 
living for themselves and their younger siblings (Alant & Harty, 2005:82; Coombe & 
Kelly, 2001:7). 
 
A highly debated general and media notion is whether teachers are especially at risk 
to be infected by the HIV virus themselves (Hofmeyer & Lee, 2004:167). When 
teachers are absent from the classroom for long periods of time due to AIDS-related 
illnesses, school activities, the morale of colleagues and the smooth running of the 
school and entire education system are negatively affected (Peltzer, Shisana, Udjo, 
Wilson, Rehle, Connolly, Zuma, Letlape, Louw, Simbayi, Zungu-Dirwayi, Ramlagan, 
Magome, Hall & Phurutse, 2005:7).  
 
Given the alarming increase in HIV and AIDS infection rates, it is particularly 
concerning to note the escalation of sexual abuse in South Africa, which also plays a 
role in the multiplication of HIV infection (Donald et al., 2010:231). There are shared 
cultural and social beliefs in some groups that link sexual abuse and HIV/AIDS; for 
example, the belief that having sex with a child will clear the perpetrator from the 
virus (Coombe, 2002:242). 
 
A country’s youth is its future. The HIV/Aids pandemic has highlighted the vital 
necessity to launch awareness and prevention programmes among our youth. 
Teachers in deprived environments are challenged by the AIDS pandemic in their 
classrooms every day and have to respond in an appropriate and effective manner 
(Van Vuren, 2004:207). 
 
3.5.4.4 Teenage pregnancies 
 
There is a close connection between teenage pregnancies, poverty, absenteeism 
and unemployment (Bezuidenhout, 2004(f):33). The peer group also transfer 
inaccurate messages and exert a strong influence, inter alia claiming that it is the 
right thing to have early sexual encounters. Teenagers also get such messages from 
the mass media. 
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Figures on teenage pregnancies, presented by the South African Minister of Health, 
Aaron Motsoaledi, indicate that a high percentage of teenage girls die during 
pregnancy or while giving birth. He made special mention of the Eastern Cape, 
emphasising that it had the word record in that regard. The Minister pointed out that 
more than a third of maternal deaths countrywide were among teenage mothers. He 
maintained that ‘out of every million pregnancies recorded across South Africa in 
2012-2013, 8% were to girls under the age of 18. But they accounted for 36% of 
maternal deaths’ (Williams, 2013:2). 
 
Research conducted by the South Africa Demographic and Health Survey (SADHS) 
indicates that, in 2003, 12% of teenage girls between the ages of 15-19 years had 
been pregnant. A sharp increase in the percentage of teenagers each year from 15 
years (2%) to 19 years (27%) is evident. Almost a quarter of the 19 year old girls 
who formed part of the 2003 SADHS were already mothers. African teenagers (13%) 
followed by Coloured teenagers (10%) have higher rates of pregnancies than the 
other populations groups (Berry & Hall, 2010:1). 
 
Pregnant teenagers typically come from dysfunctional families or from communities 
characterised by social inadequacies, such as deprived environments 
(Mokgalabone, 1999:57). Life in a deprived environment is not easy; youngsters are 
forced to become independent and fend for themselves at an early age. The rate of 
teenage pregnancies is increasing in deprived environments, with young people 
frequently reverting to risk-taking behaviour and substance abuse, which is often 
related to early pregnancy.  
 
Sometimes pregnancy provides the unhappy and lonely youngster from a 
disadvantaged environment a meaning and reason for living; the child support grant 
from government is unfortunately also an inducement to fall pregnant. These 
youngsters do not value education, and therefore often consider pregnancy as an 
easy way out of their unbearable school and life situation, with the result that 
teenage pregnancies are increasing in deprived environments (Bezuidenhout, 
2004f:34). 
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However, having a child while still at school, creates numerous short- and long-term 
problems that the young mother has not thought through properly or expected to 
happen in reality, such as having to drop out of school and taking financial 
responsibility for the care of the baby (Nelson Mandela Foundation, 2005:60). Babies 
born to teenage mothers in deprived environments show an increased incidence of 
medical problems and reduced cognitive development. These factors can be 
ascribed to the poor nutrition or health care received by the learners whilst pregnant. 
It is very unlikely that such ‘premature’ mothers will be able to fully cater for the 
babies’ needs, both over the short and longer term (Lewis & Doorlag, 2003:422). 
 
3.5.4.5 Community violence: Gangs 
 
South Africans, especially those living in deprived environments, are confronted with 
an increasing and alarming social problem, namely gang violence and crime 
(Bezuidenhout, 2004a:169). In deprived environments, demoralising influences are 
very strong and it is difficult to maintain decent standards of conduct. According to 
Nieto and Bode (2008:309), gangs and gangsterism thrive in disadvantaged 
communities, where residents feel that they have been denied fundamental human 
rights. This poses a major challenge for schools and education, because large 
numbers of youngsters from deprived environments turn to gangsterism, searching 
for economic and personal identities (Donald et al., 2010:225). Schools may 
unwittingly also influence learners’ decision to join a gang, by neglecting to assist 
those in need. The violence that occurs at school level is a reflection of what is 
happening in learners’ deprived environments (Zulu & Savides, 2013:14; Nieto & 
Bode, 2008:138). 
 
Recently (2014), some schools in the Northern Areas of Port Elizabeth were closed 
due to ongoing gangster activities. At one of the schools, teachers were intimidated 
and learners were harassed by the gangsters. At another school, a teacher had a 
gun pointed at him by a gang member, while the other teachers were threatened. 
The community was very disturbed by this intimidation of teachers and learners (Du 
Plessis & Mbabela, 2014:1). Occasionally, the parents themselves also conduct 
themselves in an unacceptable manner towards teachers, for instance through 
verbal abuse or rudeness. 
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In deprived environments, where people are confronted with the burdens and 
pressures of uncertainty and instability, violence frequently spills over into the 
schools. In some cases, fighting between gangs continues for days on end, spilling 
over into the schoolyard between outside gang members and school-going learners 
(Thomson, 2002:90). 
 
3.5.5 Educational deprivation 
 
Williams (1973), as cited in Le Roux and Gildenhuys (1994:29), asserts that 
educational deprivation is a direct consequence of increased deficiencies in poverty-
stricken, deprived environments. Jacobus Pretorius (1998:308) proclaims that an 
‘impoverished environment and a problematic school situation’ can be mentioned in 
one breath when referring to the typical situation of a deprived environment. The end 
result of educational deprivation is a lack of skills training, which ultimately leads to 
restricted work prospects and, indirectly, to economic deprivation. Aspects that can 
impact seriously on children’s education are listed below: 
 
3.5.5.1 Poor family relationships 
 
Poor family relationships are rife in disadvantaged environments and form the 
foundation for children’s educational deprivation. Common causes are parental 
absence or stressful circumstances, which often translate into poor parenting styles, 
which in turn pave the way for the development of behavioural, emotional and 
learning barriers in the children (Elliott et al., 2000:125). Underprivileged children 
who are living in impoverished households often do not live with their parents, or not 
with both parents.  
 
With the intention of understanding the importance of the changes in family structure, 
we cautiously observe the type of relationships these children have with parents and 
the kind of involvement in their familial relationships, as well as their reactions to 
deprivation in nurturing or other threats to their welfare (Bray, Gooskens, Kahn, 
Moses & Seekings, 2010:52, 55; Snowman & Biehler, 2003:153).  
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The fragile family relationship structure in a deprived environment has an immense 
bearing on children’s education. If their education is not valued and supported by 
their parents, it will negatively impact on the children’s school career. The 
disintegration of families in deprived communities is somewhat more common than in 
more affluent environments, and frequent and volatile family arguments related to 
breakdowns in families could lead to behavioural problems in children and ultimately 
to a disruptive school environment and further educational backlogs and deprivation 
(Barnes, Belsky, Broomfield, Melhuish & NESS Research team, 2006:129). 
 
3.5.5.2 Lack of parental involvement in education 
 
A lack of parental involvement in children’s education is a major stumbling block to 
their future learning and development (Kruger & Adams, 1998:248) and a major 
contributor to educational deprivation. Of great concern for teachers is parents’ lack 
of involvement or interest in their children’s academic progress, because this is 
usually related to a low success rate at school among such learners (Santrock, 
2004:78). Teachers constantly struggle with learners who are always late, play truant 
and fail to do their homework. Such behaviour can be ascribed to parental factors, 
such as frequent absences from home, parents having to rely on erratic casual work, 
and failure by parents to take an interest in their children’s learning (Thomson, 
2002:75). 
 
Parents in a deprived environment are often not concerned about their children’s 
schoolwork and therefore do not set any educational goals or a realistic future 
perspective. A major cause of this lack of involvement in their children’s education is 
that many of them are illiterate and not in a position to stimulate their children 
academically by, for example, reading stories to their children or buying them 
educational toys. Parents might have been underachievers at school and 
consequently set a poor academic example to their children, often conveying their 
destructive and negative stance towards education to their children. Such parents 
are often apathetic towards their children’s viewpoints, hopes and scholarly progress 
(Elliott et al., 2000:129). 
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Only a handful of parents usually volunteer their time for school activities. Parents in 
deprived environments hardly attend school meetings and their visits to the school 
are very inconsistent. There are a number of reasons for their non-involvement, such 
as a lack of transport, long working hours, sense of inferiority, inability or reluctance 
to communicate with the teacher, inter alia, because of language problems, and their 
own negative experiences whilst at school (Nieto & Bode, 2008:419; Du Plessis, 
Conley & Du Plessis, 2007:129; Thomson, 2002:83; Elliott et al., 2000:18).  
 
Another form of parental educational neglect involves refusing to enroll a child of the 
compulsory school age, or not making sure that he regularly attends school. This 
could be based on ignorance or disinterest, or on financial considerations. As a 
result, we find children of school-going age on the streets, trying to make a proper 
living by selling newspapers or cigarettes, or acting as car guards or washing cars 
(Le Roux, 1993:63). Another concern is that parents are unable or apathetic in not 
noticing that their children may present with special educational needs.  
 
All these factors present a clear portrayal to the children that school just is not that 
important (Nieto & Bode, 2008:419; Thomson, 2002:83; Elliott et al., 2000:18). The 
learners consequently also lose interest in their own education and become intent on 
quitting school as soon as possible, to try and earn a living (Jacobus Pretorius, 
1998:307). These learners will probably be characterised as ‘at risk’, signifying that 
they will have fewer opportunities and less exposure, and fewer successes, while 
experiencing more barriers to learning (Neuman, 2009:20; Santrock, 2004:136). 
 
3.5.5.3 Lack of educational stimulation and exposure 
 
It is evident that learners from deprived environments are not sufficiently exposed to 
an assortment of educational potentialities and aids such as books, educational toys 
and games, educational excursions and encouragement to make good progress in 
school, mainly because of financial backlogs and parental inability. In such families, 
children are not taught the importance of scholarships and education (Jacobus 
Pretorius, 1998:310). Therefore, these children will probably experience educational 
deprivation and difficulties when they have to prove themselves in an academic 
environment. 
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Learners who attend school in a deprived environment usually achieve unfavourable 
assessment rates and poorer graduation rates, while a smaller percentage of 
learners are expected to further their studies (Santrock, 2004:137), al experiences in 
their environment. 
 
3.5.5.4 Backlogs in learners’ development 
 
The shortcomings in a learner’s deprived environment become evident right at the 
onset of his school career. Snowman and Biehler (2003:152, 154) also refer to 
educationally disadvantaged learners as educationally ‘at risk’ learners, while 
Jacobus Pretorius (1998:310) refers to such learners as ‘scholastically vulnerable’, 
because these learners frequently find themselves in a deprived environment that 
hampers their suitable physical, social, emotional and intellectual development, 
causing educational deprivation. 
 
At school, certain learning culture expectations prevail and learners must familiarise 
themselves with the formal school environment while they endeavour to acquire new 
knowledge and complete academic assignments. Deprived learners may bring to 
school speech habits, cognitive tendencies and mannerisms that do not correspond 
with the manner in which things are done at school. They may come to school with 
different principles, aspirations and concerns largely tolerated in their families and 
communities, but not by teachers and the school communities (Fleming & Bay, 
2004:94; Block et al., 2001:22; Elliott et al., 2000:288; Knapp, Turnbull & Shields, 
1993:84). 
 
It needs great effort to provide a proper education for disadvantaged learners, 
coming as they are from deprived environments and an assortment of families that 
are making particular, time-consuming and frequently unpredictable requirements on 
the teachers, the curriculum and time (Thomson, 2002:77).  
 
3.5.5.5 School buildings 
 
The core purpose of a school is teaching and learning, therefore, to impart 
knowledge to learners (Hoadley, 2008:150). However, an unavoidable connection 
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exists between the teacher in the school and the environment in which the school is 
situated (Loots, 2008:28). Numerous schools in deprived environments provide 
learners with classrooms that are not conducive to effective learning and further 
increase the educational deprivation of learners (Santrock, 2004:137; Sullivan, 
2003:418; Elliott et al., 2000:128). 
 
In a deprived environment, school buildings and classrooms are often dilapidated 
and inadequately taken care of by the authorities. These environments present with 
unfavourable learning conditions, such as poor or no lighting, insufficient ventilation, 
overcrowded classes and rundown school buildings (Mbabela, 2014:1; Mbabela, 
2012:5; Nieto & Bode, 2008:137). The schools that these learners attend normally 
have fewer and less adequate resources than the more affluent schools. 
 
Apartheid education was very destructive for Black learners. A parent testifying at 
the Poverty Hearing (1998) expressed his concern about his children having to 
receive their schooling in a building that was in disrepair, without access to any clean 
drinking water (Asmal & James, 2002:179). Today, as we celebrate 20 years of 
democracy in South Africa, many Eastern Cape learners still attend small farm 
schools, or mud structures, or schools that are in a decrepit state (Hendricks, 
2011:255).  
 
3.5.5.6 Overcrowded classrooms 
 
Thomson (2002:121) states that it is very difficult for teachers confronted by 
overcrowded classrooms to select a teaching strategy that will ensure advantage of 
their tuition time, as large classes present with additional managerial and disciplinary 
issues, which are time-consuming. Large classes, with unacceptable high teacher-
learner ratios, make it impossible for teachers to interact with the learners 
individually, especially for early learning activities. Learners have to battle to get hold 
of a seat in such a classroom (Hoadley, 2013:74; Nelson Mandela Foundation, 
2005:49). 
 
Learners from deprived environments are sometimes crammed into small, neglected 
classrooms (Elliott et al., 2000:128). Hoadley (2013:74) makes reference to research 
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on 250 classrooms conducted in the Eastern Cape, concluding as follows: ‘The 
quality of the classrooms and of the educational programmes, however, may 
generally be harmful to the wellbeing of children.’ 
 
A group of distinguished academics, activists and authors visited schools in the 
Transkei (Eastern Cape) on a fact-finding mission and found more than they 
bargained for when they arrived at one school in a deprived area. Apart from the lack 
of resources, the school had an enormous overcrowding problem. The numbers 
were as follows: 
 
• Grade 1 classroom – 177 learners 
• Grade 2 classroom – 140 learners 
• Grade 3 classroom – 143 learners 
• Grade 4 classroom – 66 learners 
• Grade 5 classroom – 110 learners 
• Grade 6 classroom – 135 learners 
• Grade 7 classroom – 103 learners 
• Grade 8 classroom – 102 learners 
• Grade 9 classroom – 99 learners 
 
The guests were astonished to find 177 Grade 1 learners huddled together in one 
classroom (Mgaqelwa, 2013:9). Overcrowded classrooms obviously play a 
enormous part in educational deprivation. 
 
3.5.5.7 Lack of resources 
 
People living in deprived environments have to deal with a lack of resources, which 
is to the detriment of education. Educational resources, such as educational puzzles, 
books, magazines, newspapers, maps, charts, computers and other teaching aids 
that will assist teachers in developing and enhancing their abilities to improve 
learners’ vocabulary, as well as verbal and reading abilities, are not readily available 
in such schools, due to a lack of funds (Neuman, 2009:20).  
 
Most deprived children from the Eastern Cape do not have access to a lot of reading 
material, with the exception of perhaps a Bible (Hendricks, 2011:257; Neuman, 
2009:20). When an environment is defined by poverty, it cannot be assumed that 
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educational resources will be readily accessible; there is usually not only a dearth of 
these resources, but they are also allocated very unevenly. Circumstances reduce 
the opportunity to concentrate exclusively on teaching and learning, because schools 
with limited resources have little to promote teaching and learning (Adler, Reed, 
Lelliott & Setati, 2002:54).  
 
The lack of resources is starkly evident in historically disadvantaged schools 
(Govender & Bornman, 2013:4; Harley & Wedekind, 2004:207; Santrock, 2004:137; 
Elliott et al., 2000:128). For example, at a deprived secondary school in the Bizana 
District in 2005, 65 Grade 10 learners had to share twenty English textbooks 
between them because of a shortage of books. The learners had to write on their 
laps, because they had no desks; they sat on benches, without any backrests. There 
was no table or chair for the teacher available in the classroom. The reading books 
donated to the school were lying on a dusty cement floor in a depleted block of 
toilets. The toilets were not in use and could not be used, because they were 
intended for water-borne sanitation, which was non-existent (Hendricks, 2011:257). 
Mgaqelwa (2013:9) also observed unacceptable conditions at some Eastern Cape 
schools: some learners who had no desks improvised by using old chairs, supported 
by bricks or concrete blocks. A Grade 3 teacher mentioned that it was a daily ‘first 
come, first served’ competition among learners regarding who would sit at these 
makeshift desks. 
 
In many schools, a shortage of teachers prevails. Teachers claim that it is very 
challenging to accomplish quality education without appropriate teaching aids, with 
poor infrastructure and no co-operation, coupled by the existing shortage of teachers 
(Mack, 2007:27). The Nelson Mandela Foundation (2005:84) confirms that many 
schools, particularly in deprived environments experience a shortage of teachers 
(Peltzer et al., 2005:3), resulting in educational deprivation. 
 
 
 
 
3.6 CHALLENGES TEACHERS HAVE TO FACE IN A DEPRIVED 
ENVIRONMENT 
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Deprived environments pose additional challenges to education. These challenges 
originate right from the top structures of education, where the Eastern Cape 
Department of Education is confronted with numerous deficiencies and shortages 
(Mkokeli, 2005:2). The District offices (with their most important personnel, for 
example, the subject advisors and education development officers, who are 
supposed to be the vital link between the district, provincial and national structures) 
are dysfunctional, due to personnel shortages (Hendricks, 2011:255). According to 
Mkokeli (2005:2), only 34 subject advisors have to serve all schools in the Eastern 
Cape. The Head of the Eastern Cape Education Department has acknowledged that 
his Department is in disarray and in a state of malfunction, with no decision-making 
abilities, incompetent leadership and no financial management (Child, 2013:5).  
 
Furthermore, these departmental shortages, due to vacant posts in the Education 
District Office, filter right through to the schools, where teacher shortages also create 
serious challenges for the existing teachers, such as overcrowding: some primary 
schools have to accommodate 90-100 learners in one class (see 3.4.5.6). Teachers 
currently serving at such schools have to take on extra workloads, while the others 
have to teach multi-grades (Mbabela, Ndamase, Van Aardt & Nkonki, 2014:1). A 
report in 2005 by the Human Sciences Research Council (HSRC) cautioned the 
Education Department about the emergence of teacher shortages (Shonisani, 
2005:3). The following headlines appeared in Port Elizabeth newspapers to highlight 
the problems confronting schools due to teacher shortages: 
 
 Teacher shortages hobble schools (Mbabela, Ndamase, Van Aardt & Nkonki, 
 January 15, 2014). 
 Teacher shortages worry principals (Mbabela, January 16, 2013). 
 Parents close 16 U’hage schools. SGBs decide to stand united in demanding 
 more teachers (Ndamase & Kimberley, March 4, 2013). 
 Principal begs for teachers (Mbabela, March 20, 2013). 
 Protest at education building. Angry parents, pupils take further action over 
 shortage of teachers (Van Aardt & Butler, April 16, 2013). 
Teachers’ role is no longer confined to conveying knowledge through teaching: they 
have to take on numerous roles at school that are not part of their job description, 
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such as to act as counselors, social workers, parents and nurses. The latter is a very 
important role that needs to be expanded on, especially given that HIV/AIDS and 
child abuse have taken a toll on our school communities, bearing in mind that this is 
a role that teachers have been assigned without having received any formal training 
(Olivier et al., 2010:44; Department of Education Directorate, 2002:187). They also 
have to support learners who are heading households and children who are taking 
care of their sick parents, as well as those children who live alone, while their 
parents are working away from home or have passed away (Peltzer et al., 
2005:109). 
 
Ideally, teachers strive to create learning spaces where learners learn in a relaxed 
and stress-free atmosphere, without any concerns or anxiety (Gous, 1998:50). 
However, environmental deprivation has a vital bearing on the school situation and 
imposes many additional challenges that teachers have to face and that divert their 
attention from ordinary classroom teaching. Prinsloo et al. (1996:208) confirm that 
environmental limitations and deficiencies can have a decisive effect on the quality of 
teaching and learning that is taking place in our schools. It is important to note that 
South Africa has recently tried to create more awareness of the challenges related to 
teaching environmentally deprived learners (Booyse, 1991:121).  
 
The consequences of learners growing up in surroundings characterised by a low 
economic and social standing, poor education, unemployment and inadequate 
community participation, are very wide-ranging in education. These learners find 
themselves in an unfavourable position caused by their environment and are often 
defined by a poor self-concept, little or no motivation, perceptual insufficiency, a low 
level of creativeness, vague future plans and a misconception of social and cultural 
standards (Lemmer, 1998:39). Their lack of communication skills hinders their 
actualisation of their personal development (Kruger, 1997:248). The absence of 
access to essential services, lack of medical services, poor housing and other social 
issues, such as child abuse and violence, further contribute to these children’s 
unfavourable situation when they enter the classroom (Kruger & Adams, 1998:248). 
Teachers have to deal with these detriments on a daily basis. 
Teachers have a responsibility towards these learners to let them feel safe and 
accepted so that they can reach their full potential. Teachers should also be more 
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responsive to their requirements; a little attention, empathy and patience can bring 
about a change in the lives of these learners (Prinsloo et al., 1996:152). Teachers in 
a deprived environment are therefore not merely teaching, but are further challenged 
to address the following educational characteristics and shortcomings of the 
environmentally deprived children in their classroom: 
 
3.6.1 Language shortcomings 
 
Teachers are faced with learners who may experience problems in the learning 
situation, because their communication skills may not be at the required standard, 
since they are exposed to poor language usage at home and in their environment 
(Davey, 1994: 137; Booyse, 1991:125). Their vocabulary is usually very restricted 
and they cannot formulate proper sentences, prefer non-verbal communication, 
struggle to express themselves, and find it difficult to comprehend abstract concepts 
and understand and interpret complex material. They generally have poor interaction 
skills. That will in turn impede their reading and writing skills, as well as their 
traditional reading habits and preferences (Jacobus Pretorius, 1998:308). 
 
Their language shortcomings and lack of communication skills hinder their 
actualisation of their personal development (Kruger, 1997:248). The absence of 
access to essential services, lack of medical services, poor housing, and other 
issues, such as child abuse and violence, further contribute to children’s 
unfavourable situation and language shortages when they enter the classroom 
(Kruger & Adams, 1998:248). The teacher is therefore challenged to stimulate 
language development in the classroom, in order to address existing shortcomings. 
 
3.6.2 Learning style shortcomings 
 
Woolfolk (2007:126) contends that different learning styles, as studied by Richard 
Mayer, involves a visualiser-verbaliser element, which must be taken into 
consideration by teachers for the effective teaching of learners in a deprived 
environment. Learners from a deprived environment are not exposed to an effective 
learning style and tend to rely on simple, concrete, visual stimulation. Jacobus 
Pretorius (1998:309), asserts that the preferred method of learning for learners from 
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a deprived environment is the inductive, instead of the deductive, method. He 
explains that such learners need a more ‘physical, concrete, non-verbal, practical, 
immediate, slow and person-centred’ method of teaching, so that they will 
experience immediate insight and satisfaction. Teachers are challenged to meet 
such children where they find themselves in terms of learning and then progress to 
more complex learning. 
 
3.6.3 Experiential shortcomings 
 
Children reared in a geographical and physical environment that is deficient are 
trapped in an environment that is making it difficult for them to reach their genetically 
obtained potential in the deprived reality they find themselves in (Van Greunen, 
1993, 92). They lack valuable and stimulating learning experiences of the reality 
outside their family environment. In addition, they lack motivation and exposure to 
learning materials and learning means, such as educational books and exciting 
outings (see 3.4.5.3), because of financial constraints. They often demonstrate 
perceptual developmental deficiencies, and are therefore not capable of explaining 
themselves effectively. They clearly demonstrate their shortcomings in the classroom 
(Jacobus Pretorius, 1998:309), and their teachers have to bridge their lack of 
experiences through rich experiences of reality outside the deprived environment. 
 
3.6.4 Social-emotional shortcomings 
 
Children from a deprived environmental background experience emotional and social 
deprivation (see 3.4.4.1). Due to a lack of love, nurturing, care, strong interpersonal 
relationships and good communication patterns at home, they usually have a low 
self-concept, both as learners and as individuals. This fact has a detrimental effect 
on their scholastic accomplishment and social behaviour. Their social and 
communication skills are consequently negatively affected, because they do not get 
an opportunity to develop themselves in this regard. They are not sufficiently 
encouraged and stimulated to grow into worthy persons who can communicate 
properly, form healthy relationships, and have prospects of a bright future. 
These learners, therefore, entertain low expectations for themselves, are unaware of 
what proper behaviour entails, and often feel like outcasts. For this reason, they 
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easily fall into the trap of unacceptable conduct with inappropriate friends. The 
available educational resources in the school setting are usually insufficient to assist 
them in improving their low self-concepts and feelings of inadequacy (Woolfolk, 
2007:167). These feelings easily manifest in frustration, aggression and destruction, 
which is the type of behaviour they are most familiar with and to which they are 
exposed in the home environment. Teachers are challenged to build such learners’ 
confidence, promote emotional stability and foster proper relationships and 
acceptable social behaviour. 
 
3.6.5 Cognitive shortcomings 
 
Environmentally deprived learners are bound to be unsuccessful in school, because 
of their cognitive shortcomings (see 3.4.5.4). They find it difficult to obtain high marks 
in tests, especially if there is a time limit, because they are slow in thinking (Jacobus 
Pretorius, 1998:309). Teachers are therefore confronted with the challenge to allow 
them more time to complete tasks and address the fact that they have not developed 
to such an extent that they have an interest in abstract thinking, logical reasoning 
and problem solving. Consequently, they have difficulty with subjects such as 
Mathematics, or with tasks involving categorising, analysing and synthesising. This 
can easily lead to ‘anxiety, inferiority, resentment and frustration’ (Jacobus Pretorius, 
1998:310), to which teachers must respond innovatively and patiently. 
 
3.6.6 Physical shortcomings 
 
Environmentally deprived children are frequently physically deprived and neglected. 
They often look untidy, are dirty, wear worn-out clothes, and come to school hungry, 
underfed or sleep deprived. Therefore, they are easily ridiculed by others, who have 
a lack of understanding and concern for them (Le Roux, 1993:64). Teachers face the 
challenge of taking care of such children and understanding their lack of 
concentration and negativity towards school work, in a physical environment that 
may be deprived of infrastructure such as proper buildings, windows, light, space, 
books and other resources (see 3.4.5.5). Teachers can observe and arrange an 
interview with such learners to try to assess which of the abovementioned factors 
have a negative impact on their concentration levels (Van Greunen, 1994:106). 
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Teachers in deprived environments who have to teach subjects such as science, are 
confronted with a lack of physical scientific resources, which means that they are 
restricted with regard to the activities they can do with the learners. Without science 
apparatus, such as chemicals and specimens, teaching becomes challenging, 
because the practical experiments cannot be done. This makes it very difficult for 
learners to write national examinations, as they have to rely only on their textbooks 
(Lemon, 2004:288; Johnson et al., 2000:181).  
 
Lemon (2004:286) confirms that poverty-stricken environments let teachers 
sometimes feel discouraged, as they have to contend with issues such as poor 
conditions, lack of resources, lack of information and training when new curriculums 
are introduced, and incompetent management structures. However, teachers have to 
carry on with their vocation of teaching and make a difference in the lives of children 
from deprived environments, despite the physical shortcomings. 
 
3.6.7 Educational shortcomings 
 
Children who are raised in deprived environments are usually from parents who are 
illiterate or under-skilled themselves. This usually means that the parents are not 
strict enough with their children when it comes to discipline and self-control regarding 
school work (see 3.4.5.2). Such children’s perceptions of values and norms about 
education and learning will be poor, because this area is often neglected by the 
parents, who are usually uninvolved and uninterested in their children’s schoolwork 
and academic progress. All the deficiencies of the environment contribute to what 
Pretorius calls learners’ ‘cumulative cognitive deficiency at school’. 
 
South African teachers are confronted with the enormous problem of learners who 
have difficulty in achieving academically. These disadvantaged learners’ actual 
problem is their insufficient functional cognitive and language abilities (Kruger & 
Adams, 1998:176). Such children will struggle to gain a proper standing in the school 
and society (Kapp, 1991:112). The teachers are therefore expected to take up the 
challenge of enhancing the academic achievement of learners in a deprived 
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environment. In the following section, the manner in which such challenges can be 
addressed is discussed. 
 
3.7 COUNTERACTING EFFECT OF DEPRIVATION 
 
3.7.1 Compensatory education 
 
The effect of deprivation can be counteracted by means of compensatory education. 
The concept of ‘compensatory education’ was introduced in the mid-1960s in the 
USA to explain the educational and social support activities taken to uplift and 
improve the problems and challenges of deprived learners. These services were 
designed to supplement regular education and help children at risk of dropping out of 
school, because of cognitive impairment and low educational achievement, by 
addressing the shortages created by their deprived environment. Other countries, 
such as Britain, the Netherlands and Israel, followed suit by also launching 
compensatory educational practices. 
 
These measures comprise a variety of educational programmes, practices, projects 
and techniques that can be implemented to overcome the shortages experienced by 
children from environmentally deprived homes, to give them an opportunity to meet 
the basic purpose of education (Jacobus Pretorius, 1998:312, McCown, Driscoll & 
Roop, 1996:116; Le Roux & Gildenhuys, 1994:56; Van Greunen, 1993:110). 
 
The objectives of compensatory education can be summarised as follows: 
 
• To uplift people living in deprived environments; 
• To counterbalance the poverty, environmental deficiencies and psycho-social 
barriers that hamper and limit their self-actualisation and their opportunity-
deprived way of life; 
• To develop educational, training and job opportunities for deprived people; 
• To develop the social, cognitive, work-related, language and citizenship 
abilities of deprived people; 
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• To create a culture of self-help and a process of self-development in people 
from deprived environments (Pretorius, 1998:313; Le Roux & Gildenhuys, 
1994:59). 
 
The reasons for the implementation of compensatory education in the United States 
at that time are to a large extent still relevant in South Africa today and include: 
 
• The existence of population groups that are dissimilar to the main cultural 
groups and are exposed to material and cultural deprivation. 
• The high value that society attaches to educational achievement and training. 
• The depreciation of human capabilities, owing to the failure of children to gain 
from existing educational opportunities. 
• A growing unhappiness with the present educational systems, and the 
insistence on the enhancement of education (Le Roux & Gildenhuys, 
1994:59). 
 
The major facets of compensatory education, according to Jacobus Pretorius 
(1998:113-317) and Le Roux and Gildenhuys (1994:60-73), are introduced below: 
 
• Preschool educational programmes 
 
The pre-school years are considered the most important phase in a child’s life. 
Compensatory education can assist in alleviating environmental deprivation at this 
early age (Jacobus Pretorius, 1998:313). The focus in such programmes would be 
on stimulation to improve school readiness, language and perceptual development, 
and concrete experiences. Research has indicated that children from deprived 
environments who have been exposed to pre-formal education become more 
motivated to excel and demonstrate a better self-concept (Le Roux & Gildenhuys, 
1994:60). 
 
 
 
 
• Primary school educational programmes 
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All the scholastic skills that were achieved in the preschool years can and should be 
applied and strengthened in the primary school programme. In this manner, children 
can be assisted in coping with school-related learning tasks that will groom them for 
their future school careers (Jacobus Pretorius, 1998:313). The focus should now 
primarily be on language, reading, writing and arithmetic. 
 
• Work/Study programmes 
 
Work and study programmes mainly target the youth from deprived environments 
who become school drop-outs before completing their school careers. Such 
programmes present the youngsters with an introduction to the work and 
professional skills environment. At the same time, they are provided with practical 
skills, as well as modified school learning on a part-time basis, as required by the 
chosen profession. Such programmes can be presented at existing educational 
institutions (Jacobus Pretorius, 1998:314). 
 
• Higher and adult education 
 
Environmentally deprived youth need post-school education and training 
programmes. Appropriate education and training opportunities must be made 
available to meet their specific needs and address still existing backlogs. Technical, 
community, and Further Education and Training (FET) Colleges, as well as 
universities, are the institutions that should make provision for additional bridging 
and remedial programmes, to compensate for disadvantages in education, with the 
focus on non-formal education programmes, study and literacy programmes for 
adults, and adult education (Le Roux & Gildenhuys, 1994:66). 
 
• Counselling 
 
Increasing counselling services (in and out of school) for environmentally deprived 
children, youth and adults is particularly crucial in compensatory education. Children 
at school can be provided with services that give future direction to the deprived 
learners and address issues such as health, learning skills, life skills and career 
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guidance. It is important to have counselling services available for the community at 
large, but more so for deprived learners, coupled with the necessary support 
services from the different relevant organisations in the community (Jacobus 
Pretorius, 1998:314; Le Roux & Gildenhuys, 1994:67). 
 
• Reading and language education 
 
Disadvantaged youngsters require the development of language, vocabulary, 
reading and communication skills; education in bilingualism; and basic literacy. The 
support that is provided for deprived individuals should include all facets of 
education, including being taught to speak, read, write and learn for the sake of a 
better education, work opportunities, social advancement and the enhancement of 
quality of life (Jacobus Pretorius, 1998:315, Le Roux & Gildenhuys, 1994:68). 
 
• Curriculum innovations 
 
It is important that the curriculum be revised and renewed in order to improve 
deprived learners’ education. In order to be successful, there is no replacement for 
excellence in education. It is essential that creative ideas, new methodologies and 
contemporary subject matter be introduced in the curriculum, so that the education of 
deprived learners can be accommodated and enhanced. 
 
The following aspects of learning programmes must be considered when developing 
learning material for the deprived learner: the content; cultural background; and the 
specific requirements for their learning style. The curriculum must lead to positive 
ways of thinking and must endorse and strengthen the relationships between 
different cultural groups. Deprived learners must be taught that it is important to 
begin with the known and then proceed to the unknown. To complement their 
educational edification, it is important to introduce educational extramural activities, 
such as excursions to museums, sport trips, other recreational activities, and 
counseling. It is crucial that the parents from deprived environments encourage and 
become involved in their children’s educational progress (Jacobus Pretorius, 
1998:315; Le Roux & Gildenhuys, 1994:69). 
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• Innovations outside the curriculum 
The enhancement of the formal scholastic programmes for deprived learners should 
be complemented with a multiplicity of educational extramural activities, supported 
by the community, the family and the school. The broadening of their formal and 
non-formal learning capabilities is significant for environmentally deprived learners. It 
can be accomplished by activities that involve leisure, study, music, reading, field 
trips, displays and self-help courses.  
 
To achieve the aims of compensatory education is it essential that skills 
programmes, such as life skills, survival skills, and communication skills be 
prioritised for deprived learners. Various enrichment programmes, like cultural 
groups, youth camps, peer education, peer mediation and craft courses, and the 
utilisation of educational films, vocational and agricultural training and community 
service can be introduced to enhance learners’ life experiences (Jacobus Pretorius, 
1998:315; Le Roux & Gildenhuys, 1994:71). 
 
• Recruitment and training of teachers 
 
Teachers need to be carefully selected and specially trained for compensatory 
education. Teachers must acquire particular skills and knowledge, and be 
empathetic and caring towards learners from deprived environments. The following 
options may be used as guidelines: courses in compensatory training; short courses; 
introductory courses; correspondence and vacation courses. For this reason, 
teachers in deprived environments should possess particular skills, be 
knowledgeable and accepting towards deprived learners, be meticulously chosen 
and capable of teaching deprived learners (Pretorius, 1998:316; Le Roux & 
Gildenhuys, 1994:72). 
 
 
 
• Parental involvement 
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The parents of deprived learners are also deprived parents: they are often 
uninformed, illiterate, under-skilled, have negative attitudes to and are not interested 
in school activities and programmes. Such parents must be encouraged to show 
interest and participate in their children’s school activities and academic progress 
and to offer their services free of charge to the school (Le Roux & Gildenhuys, 
1994:73).  
 
For effective contact between teachers and parents, it is essential that a beneficial 
relation exist between the school and the parents (Van Wyk, 1998:25). This can be 
accompanied by home visits by teachers, comfortable interaction with parents and 
informal adult education, as well as the teaching of practical skills, such as 
mechanical competencies. Thus the school will become a familiar setting for the 
parents, with experiences shared with their children. 
 
Coleman (1988), as cited in Cox-Petersen (2011:33), argues that social resources, 
as they are linked to education, can be successful only if and when the teachers 
have the assistance of the parents to be committed and play an active part in their 
children’s lives at school.  
 
• Community involvement 
 
In order to meet the educational and developmental needs of the community and for 
compensatory education to be successful, it is important that the school and the 
community work closely together to form a strong and cohesive unit. In this regard, 
school facilities, such as classrooms, should be made available to the community for 
non-formal education and other activities, and community facilities, such as a sport 
fields or a community hall, should be made available for the school’s needs (Le Roux 
& Gildenhuys, 1994:73).  
 
 
 
• Special services and personnel 
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Support services related to compensatory education for deprived learners can be 
provided at school, transforming it into a community school, focusing on the following 
support services personnel: Special teaching staff, who are professionally trained for 
compensatory education, such as preschool education, literacy development and 
remedial teaching; special services personnel, such as medical doctors, 
psychiatrists, dentists, school counsellors, social workers, family counsellors, 
community organisers, and non-professional personnel, like teaching assistants, 
parents, teaching students, supervisors for feeding schemes and playground helpers 
(Jacobus Pretorius, 1998:317; Le Roux & Gildenhuys, 1994:7). A strong relationship 
between the aforementioned types of service staff is beneficial in compensatory 
education.  
 
It is evident that the significant deficiencies found in deprived environment cannot be 
counteracted only by a single programme over a short space of time. The 
complexities have to be differentiated for a specific learner by means of long-term 
commitment (Jacobus Pretorius, 1998:318). A specific approach, in line with the 
specific needs of each learner, is required. In this regard, teachers can play a vital 
role. 
 
3.7.2 The teacher as an asset 
 
The effect of deprivation can be counteracted by means of utilising teachers as an 
asset. Teachers’ primary task is to teach, but children’s learning will deteriorate when 
they experience problems with personal, emotional and social development, and the 
teachers are the central figures in their lives for several hours per day each week. 
Teachers who are in touch with their learners’ needs become aware of their specific 
problems, deficiencies and needs (Woolfolk, 2007:82).  
 
Despite the fact that there may be disparities in deprived learners’ experiences, the 
teacher can build on their experiences and simultaneously dare them to enlarge their 
range of experiences and abilities (Knapp et al., 1993:84). Teachers must always be 
alert and sensitive regarding the following: 
• Be aware of the effect that poverty has on the learners. 
• Treat all learners equally and let them feel valued. 
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• Avoid embarrassing situations where family finances are revealed to the 
rest of the class. 
• Understand that the learners might not have all the necessary tools that 
are needed for certain activities (Dowdy, 1998:340). 
 
With regard to the challengers the teachers face in deprived environments, as 
discussed under 5.3, the following interventions and strategies could counteract 
learners’ specific deficits: 
 
• Learners’ language deficits could be improved if teachers remember that they 
give preference to tangible and uncomplicated learning experiences and that 
the focus should therefore initially be on non-verbal communication, 
progressing to verbal communication and the development of learners’ 
vocabulary (Pretorius, 1998:309). In order for learners to benefit from the 
teaching experience, their teachers could communicate in a non-verbal 
manner and give them practical tasks to do (Donald et al., 2010:186). 
 
• In order to improve learners’ learning style, teachers must make sure that they 
use many clear, simple and helpful examples to successfully transfer the 
knowledge to these learners. Furthermore, they must be mindful of the fact 
that such learners cannot concentrate for a very long time, because their mind 
cannot fix on one matter alone for a long period. The best way to grab and 
keep their attention is to have interesting and significant learning material, 
which is offered in an energetic and practical manner. Use examples that they 
can identify with, which form part of their immediate environment. 
 
• Learners’ experience shortcomings can be counteracted by means of ample, 
rich experiences. Teachers have a responsibility towards these learners to let 
them feel safe and accepted, so that they can bloom, experience fulfillment 
and reach their full potential. Teachers should also be responsive to their 
requirements; a little attention, empathy and patience could help to bring 
about a change in the lives of these learners (Prinsloo et al., 1996:152). The 
teacher can address backlogs in experiences by means of stimulating 
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encounters with reality that pave the way for further academic 
accomplishments.  
 
• Learners’ social-emotional shortcomings can be addressed by the teacher in 
the classroom. This can be done by creating a welcoming classroom 
atmosphere and building learners’ self-confidence through experiences of 
success. Group work assignments could also contribute towards relationship 
formation and co-operation. If learners are working together, they have to 
communicate and share ideas, and this could assist them in building their self-
concepts. The learners can also be allowed to choose their own subjects, 
because this will give them a sense of worth, boosting their own self-concepts 
(Woolfolk, 2007:86). 
 
• Learners’ cognitive shortcomings can be alleviated by teachers who allow 
them enough time to grasp an idea and complete a learning task. 
Furthermore, teachers should gradually work from uncomplicated to more 
complex reasoning tasks, and from the concrete, to more abstract thinking. 
Gradually, the intensity of challenges can be increased. 
 
• Learners’ physical shortcomings can be improved by teaching them about 
personal hygiene and referring them to a community clinic for a medical 
check-up. They can be provided with school clothes in order to improve their 
self-concept and to be more accepted by the other learners. Lack of physical 
resources in the classroom can be counteracted by means of innovation and 
initiative. 
 
• Learners’ educational shortcomings can be addressed by teaching the other 
learners to respect people from different cultures and background. Content 
integration can be applied, when examples from several cultural groups are 
used when teaching a subject. Culture programmes can be organised where 
knowledge, skills, traditions, beliefs and values are shared and discussed with 
various other cultural groups (Woolfolk, 2007:164). 
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Teachers are slowly, but surely, becoming more aware of the significant influence 
that learners’ social and emotional environment and socio-economic upbringing have 
on their functioning at school, because they experience it first hand in their classes. 
They are not always in a position to change learners’ home and environmental 
conditions, but they can make an effort not to let them feel hopeless and ashamed at 
school (Prinsloo et al., 1996:209). The teacher is the crucial element in a successful 
education for learners from a deprived environment. 
 
3.8 CONCLUSION 
 
In this chapter, a brief summary of the theoretical perspectives on a deprived 
environment was introduced by illuminating relevant concepts. The relationship 
between societal change and deprivation was also highlighted. Different types of 
deprivation were then discussed. It became clear that environmental deprivation 
generates additional challenges for teachers. Finally, it was illustrated that the effects 
of deprivation can be counteracted by means of compensatory education and by 
utilising the teacher as an important asset. This literature review was presented from 
an educational perspective.  
 
 
 
 
 
 
 
 
 
 
 
 
 
CHAPTER FOUR 
 
RESEARCH DESIGN AND METHODOLOGY 
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4.1 INTRODUCTION 
 
Consequential to the three previous chapters, which proposed to provide a 
theoretical framework for the research, Chapter Four will focus on the scientific 
foundations underpinning the research design and methodology utilised by the 
researcher during the investigation. Clarifications relating to the research problem 
and objective, the philosophical foundations and the research plan and methodology 
will be presented. The chapter will also focus on the role of the researcher, the 
research instrument, and the trustworthiness, reliability and validity of the 
investigation, and present an overview of the ethical measures applied. 
 
4.2 RESEARCH PROBLEM AND OBJECTIVE 
 
4.2.1 Background to research problem  
 
Transformation has been taking place in the education system and school 
curriculum since 1994, when a new democratic dispensation was introduced in 
South Africa (Van Wyk & Mothata, 1998:2). A unified and integrated Department of 
Education had to be created, to allow access to education and provision of resources 
for all (Donald, Lazarus & Lolwana, 2002:12) (cf Chapter One for details of 
educational changes and transformation undertaken). It was expected of teachers to 
adjust, cope with, and manage these comprehensive and far-reaching changes, 
which have created novel pressures and stressful situations. 
 
Education is essentially concerned with the development of children into adulthood, 
within the context of their particular community (Nieuwenhuis, 2007:5). Coping with 
change in a deprived environment brings about additional challenges for teachers, 
who already have to contend with significant challenges such, as teaching large 
classes, in dilapidated buildings, with a lack of resources and not much support from 
the parents (Jansen, 2002:18; Le Roux & Gildenhuys, 1994:29). Teachers are 
required to deal with these challenges on a daily basis and in an appropriate manner 
(Moletsane, 2002:69), which highlights the importance of, and need for, emotional 
intelligence (Salovey, 2004:32).  
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This research therefore proposed to explore the experiences of teachers working in 
a deprived environment, confronted with many challenges, and to determine how 
they managed to cope under such difficult circumstances. 
 
4.2.2 Problem formulation by means of research questions 
 
Based on the above background, the following research problems were formulated: 
 
• Primary research question 
 
 What are the characteristics of emotional intelligence that teachers 
working in a deprived environment display? 
 
• Secondary research questions 
 
! What is the relationship between the characteristics that the teachers 
display and the components of emotional intelligence? 
 
! What are the implications of the research findings for teacher 
education? 
 
! What guidelines can be provided from the findings to teachers 
working in a deprived environment, to further promote their effective 
teaching? 
 
4.2.3 Purpose of research 
 
The primary objective of this investigation was to explore the characteristics of 
emotional intelligence that teachers, working in a deprived environment display. 
The secondary goals, linked to the formulated primary objective, were to determine 
the following: 
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! What the relationship is between the characteristics that teacher’s display and 
the components of emotional intelligence. 
 
! The implications of the research findings for teacher education. 
 
! Guidelines on how to further promote the effective teaching of teachers 
working in a deprived environment. 
 
4.3 PHILOSOPHICAL FOUNDATIONS 
 
According to Taylor and Medina (2013:1), research is channeled by an all-inclusive 
belief system, a world-view, theory or assumptions that give direction to the 
investigation (Guba, 1990:17). All research is grounded in such a belief system, or 
theory that informs the study (Creswell & Plano Clark, 2007:21), which serves as the 
lens through which reality is observed and interpreted (Denzin & Lincoln, 2003:254). 
 
The philosophical assumptions on which the research is based, are the first things 
that a researcher must clearly determine before an investigation can be launched 
(Fouché & Delport, 2002:265; McFarlane, 2000:13). This viewpoint is supported by 
Terre Blanche et al. (2006:40), who contend that research is underpinned by 
principles for inquiries and that the researcher is therefore required to use specific 
methods of data collection, observation and interpretation. Thus, the philosophical 
strand underpins the researcher’s epistemological, ontological and methodological 
foundations (Guba, 1990:17, 18). It helps to define the research design, as well as 
identify and choose the appropriate methodologies for the research (Esterberg, 
2002:10). 
 
According to Terre Blanche and Durrheim (1999:7), the purpose of such a set of 
beliefs is to assist the researcher in deciding about the questions to be posed, about 
the constructs and how they must be answered, with the aim of reaching compelling 
research results (Creswell, 1998:74). Such beliefs are used as methods of 
understanding and constructing further theories about the world (Lichtman, 2013:10). 
Researchers utilise such a framework with certain rules of procedure (Thomas, 
2009:72), to manage their investigations and their way of thinking about the research 
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(Babbie, 2005:32; Holliday, 2002:5). It is essential to differentiate between 
methodology and methods, in order to clarify any uncertainty. This was aptly done by 
Wilkins and Woodgate (2008:1), who refer to the methodology as the ‘thinking 
instrument’, and the methods as the ‘doing instruments’ of the research.  
 
Creswell and Tashakkori (2007:306) caution that philosophical postulations should 
not be seen as pure and stern world-views, or belief systems. It is possible to follow 
more than one theory in the same research (Denzin & Lincoln, 2003:254), which is 
known as ‘interbreeding’ (Morgan, 2007:58). Although the constructivist theory, 
interpretive theory, the critical theory, the theory of pragmatism were investigated in 
preparation for this study, it can best be situated within a constructivist-interpretive 
framework, placing the emphasis on human conduct, meaning, communication and 
change (McFarlane, 2000:24).  
 
4.3.1 Constructivist theory 
 
The fundamental principle of the constructivist theory is that reality is socially 
constructed and does not exist independently of people and their views (Jackson & 
Sorensen, 2006:164). Assumptions that give direction to the constructivist theory are 
that ‘knowledge is constructed’ and influenced by personal perceptions (Lichtman, 
2013:13). Ideas, models, plans and reality are constructed by ourselves, to give 
meaning to our experiences, and we repeatedly assess and adjust these 
constructions as we gain different experiences (Schwandt, 2003:305).  
 
An important aspect of the constructivist theory is that the researcher attempts to 
gain some insight into the phenomenon from those who are directly involved in the 
situation. The researcher investigates how reality is socially created or constructed 
by the participants during the research process, and tries to understand their reality 
from their viewpoint and the meanings they attach to it (Creswell & Plano Clark, 
2011:40; Mertens, 2010:16).  
 
According to Creswell (2009:8), the aim of this type of inquiry depends largely on the 
participants’ opinions of the situation that is being investigated, and their own 
construction of meaning for themselves. In this way, their reality becomes more 
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understandable (Jackson & Sorensen, 2006:165). According to Creswell and Plano 
Clark (2011:40), this study form is constructed from personal viewpoints to all-
encompassing designs and finally to general knowledge, and can therefore be 
regarded as a form of ‘from the bottom up’ research.  
 
Mutual understanding is created between the researcher and the participants with 
regard to the reciprocal communication and actions that are taking place within the 
research setting, such as drawings and narratives, initiated by the researcher (Given, 
2008:119). In this research, a phenomenological approach was used, in terms of 
which the researcher observed the participants executing their drawings and listened 
how they constructed their narratives (Given, 2008:119). They decided for 
themselves how to express themselves in order to give meaning to and construct 
their specific reality.  
 
However, an explanation had to be given to clarify and interpret how the participants 
constructed, viewed and interpreted their world. For this reason, the interpretive 
theory was also employed for this study. 
 
4.3.2 Interpretive theory 
 
Holliday (2002:11) and Creswell (2003:182) assert that interpretive theory is 
embedded in qualitative research, which refers to ‘work of everyday life’, comprising 
the processes, circumstances and resources through which reality is implicitly 
classified and characterised (Denzin & Lincoln, 2003:4). People are naturally inclined 
to interpret their world in a meaningful way. Researchers depend on actual 
descriptions by participants and attempt to explain their observations of the 
participants in their natural environment in a condensed and clear manner and to 
communicate their interpretations in an appealing way (Durrheim, 1999:124). 
 
A researcher starts his inquiry with individuals in their natural environment; his 
intention being to gain some insight into their own interpretations of their personal 
and social world (Smith, 2003:51; Cohen, Manion & Morrison, 2000:23). The 
participants have their own perceptions and interpretations of their personal reality, 
which direct their behaviour (McFarlane, 2000:27). The researcher gains insight into 
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their reality by means of an extended course of action and through interacting with 
the participants. The interpretive researcher builds trustworthy and ethically genuine 
relationships through sincere deliberations with and thorough observation of the 
participants (Taylor & Medina, 2013:4).  
 
It is important that interpretation should be applied throughout the research process 
– not only during the writing-up phase (Seale, Gobo, Gubrium & Silverman, 
2005:322). The interpretive approach is rooted in the humanities. It gives emphasis 
to content in a text, which could allude to a discussion, a script, or a picture. A 
researcher must read through a transcript to interpret and determine what the 
meaning is that is embedded within the text (De Vos & Schulze, 2002:7). In doing so, 
the researcher is exploring how participants attribute meaning to their own reality 
(Smith, 2003:51). 
 
This research study will take a detailed look at the meaning that the participants 
expressed through their drawings and narratives of their own life worlds. Each one 
will have a different experience of their realities. The researcher will interpret the 
meaning of their drawings and their narratives. 
 
4.3.3 Critical theory 
 
The critical theory is closely associated with postmodernist research, and its 
objective is to transform the existing social framework, or status quo, in which the 
participants in a study find themselves (Ponterotto, 2002:399).Tripp (1992), as cited 
in Lichtman (2013:114), maintains that socially critical research is influenced by the 
ideology of social justice (Creswell & Plano Clark, 2007:23). Taylor and Medina 
(2013:7) contend that the role of the researcher has been transformed to also 
encompass that of a ‘change agent’, who accompanies others on their way towards 
a more reasonable, non-discriminatory and viable dispensation. The idea is to 
change and empower the participants to develop their critical consciousness, 
emancipate them further and improve their social situation. Therefore, the researcher 
can be seen as a social activist (Ponterotto, 2002:399), who intends to liberate 
people from their present situations by means of critical methods of investigation 
(Tashakkori & Teddlie, 2003:76).  
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The critical theory requires the researcher to look further than the expected 
connotations and explanations of human behaviour, lived experiences and social 
relationships. The intention of this study was also to assist teachers in seeing 
themselves through fresh eyes, in a novel way, and to open up new horizons for 
themselves and for society in general. In so doing, the unacceptable aspects of their 
deprived environment can be overcome, improved and transformed. 
 
4.3.4 Theory of Pragmatism 
 
Plowright (2012:182) believes that the theory of pragmatism forms the foundation for 
employing different and diverse research methods. The conventional view, which 
contends that a difference exists between knowing reality and believing it, is 
challenged by pragmatism. Philosophers are concerned about knowledge that 
convinces us about reality (Baggini, 2002:11) or ‘justifies true belief’ (Plowright, 
2012:182), and the source thereof. The conventional view is that such knowledge is 
grounded in two foundationalist perspectives, namely rationalism (logic and 
reasoning) and empiricism (obtaining our information through the senses). Both 
perspectives attempt to discover fundamental beliefs that do not call for verification 
and are ‘self-justifying’ and ‘infallible’ (Plowright, 2012:183).  
 
However, it is debatable if it would ever be possible to reach such certainty about 
reality. Therefore, ‘pragmatism argues that the truth is ‘what works’ (Plowright, 
2012:183). The exponents of pragmatism are Peirce, James and Dewey (Plowright, 
2012:184), who, despite their differences, have the same opinion, namely that 
pragmatism concentrates on the presumption that the validation of a belief relies on 
how accomplished its practical outcomes, or effects are. Plowright (2012:184) 
proclaims that pragmatism ‘relies on the consequences of our beliefs’, where the 
foundationalist perspectives are more interested in what paved the way and 
contributed to the beliefs. In terms of pragmatism, something is known through its 
practicalities, and that is what understanding entails. 
Pragmatism requires ‘warranted assertability of our claims to knowledge’ (Plowright, 
2012:184), reaching a true, justified account of reality through our enquiry in terms of 
how it plays out in practice (Toulmin, 1958). It overthrows the idea that it is possible 
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to get to a concluding and clear understanding of reality. Beliefs are constantly 
changing and are not fixed. All research starts with some belief. Through abduction 
(Plowright, 2012:112), namely the retroductive, backward looking inference to the 
past reality, in order to reach an explanation for the present (Blaikie, 2000:109), a 
research question is asked to set the research process going. According to Plowright 
(2012), all other testable reasons, or possibilities to answer the research question 
are inferred or predicted by means of deduction (the theoretical phase of the 
research). He further explains that empirical testing during the practical induction 
phase is undertaken in order to prove or disprove the initial belief. 
 
In this study a pragmatic integrated methodology (different methods of enquiry) was 
used to some extent, relying on the senses, i.e. asking questions to determine the 
teachers’ perceptions, with the purpose to find answers to the research question and 
reach the required point of warranted assertability of the final conclusions and getting 
things done in an improved way in future teaching. 
 
Based on the above exposition, it can, however, be concluded that this study falls 
principally within the parameters of a constructivist-interpretive philosophical 
framework. 
 
4.4 RESEARCH PARADIGM 
 
A specific research paradigm is selected as the most appropriate way to reflect the 
nature of the study (Yang & Miller, 2007:143). This paradigm must be grounded in 
the philosophical foundations that underpin the study. It also links the theoretical 
framework to the approach that will be used for the investigation, as well as the 
manner in which the empirical data will be gathered (Denzin & Lincoln, 2005:25). 
The research paradigm depicts the rationale behind the selection of methods for 
gathering and analysing data in the investigation. Therefore, Creswell (2009:6) 
states that he prefers to use the term ‘world-view’, to demote the term paradigm, in 
association with Guba’s (1990:17) description of ‘a basic set of beliefs that guide 
action’.  
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The basic purpose of a research paradigm is to place researchers in an empirical 
world and to link them up with particular locations, people, establishments and any 
appropriate interpretive information to assist them with in an inquiry. The research 
paradigm also directs researchers as to how they will attend to the essential matters 
of portrayal and authenticity (Denzin & Lincoln, 2003:36). The research paradigm 
encompasses a planned underlying structure or framework that acts as a link 
between the research questions and the implementation of the research (Terre 
Blanche et al., 2006:34; Denzin & Lincoln, 2003:57-58; Durrheim, 1999:29; McMillan 
& Schumacher, 1993:31). In such a way, evidence is gathered that will be 
instrumental in addressing the research problem as correctly and clearly as possible 
(McMillan & Schumacher, 1993:31). 
 
For the purpose of this study, the researcher deemed neither the qualitative nor the 
quantitative research approach as appropriate on its own (Wilkins & Woodgate, 
2008:24) to reach clarity about the complex research problem. Therefore, a mixed-
methods paradigm was selected and used, allowing reality to be observed from 
various world-views. This means that elements of both the qualitative and 
quantitative research approaches were applied in this study. Once this decision was 
taken, further practical steps could be planned and followed during the investigation. 
 
4.4.1 Mixed-methods research  
 
Mixed-methods research has lately gained considerable ground, especially in the 
social sciences (Bryman, 2006:97). The aim of a mixed-methods paradigm is to bring 
together into a single investigation both qualitative and quantitative research design 
methods, data collection processes, data analysis methods and notions of language 
and numbers (Lichtman, 2013:104; Mertens, 2010:293; Creswell, 2009:4; Johnson & 
Onwuegbuzie; 2004:17; Teddlie & Tashakkori, 2003:11).  
 
The information is in fact provided by the participants themselves, who are not 
limited in their options of answering or expressing themselves. Creswell and Plano 
Clark (2011:176) differentiate between these two research paradigms, asserting that 
a researcher who is gathering qualitative data by means of open-ended questions 
does not use set categories in the process, but that categories and themes emerge 
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from the data. Quantitative data, on the other hand, are gathered by means of set, 
closed-ended categories, or scales. The researcher in this instance selects the 
questions himself and the participants are requested to rate their answers on a fixed 
scale.  
 
Various different methods can be employed for qualitative data collection, such as 
individual interviews, documentation reviews, observation, focus groups, case 
studies, narratives, drawings and audiovisual materials. The opposite of the 
qualitative method is the quantitative method, which draws on factual information 
from questionnaires, surveys and checklists (Creswell &Plano Clark, 2011:177, 
Mertens, 2010:352). The literature clearly illuminates the advantages of a mixed-
methods paradigm (Thomas, 2009:140; Creswell &Plano Clark, 2007:9; Teddlie & 
Tashakkori, 2003:3). 
 
A mixed-methods paradigm provides strengths that counteract the weak points of 
using a single method of investigation. The value of using both paradigms for the 
same investigation is that it provides a better perspective and in-depth 
comprehension of the phenomenon under investigation, and that more verification 
allows for a stronger argument (Creswell, 2008; Wilkins & Woodgate, 2008:31; 
Creswell & Plano Clark, 2007:9). Greene (2008:7) asserts that it offers better 
overview and distinctiveness, as well as ‘magnitude and dimensionality’. In turn, 
Johnson and Onwuegbuzie (2004:17) maintain that it is an all-encompassing, 
pluralistic and complementary research paradigm.  
 
A mixed-methods paradigm provides an unambiguous and transparent answer to the 
research questions under investigation. Various techniques can be employed in the 
interpretation of the data (Wilkins & Woodgate, 2008:28). Language (words) is used 
in conjunction with numbers (statistics), while both inductive and deductive thinking 
is employed in obtaining evidence (Thomas, 2009:140-141). Furthermore, the 
triangulation and verification of findings improves validity, while new perspectives are 
formed and the range and breadth of the investigation is expanded (Wilkins & 
Woodgate, 2008:31). It could therefore be concluded that a mixed-methods 
paradigm is developmental, moving from one phase to the next. 
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Even though there are several significant paradigmatic differences between 
qualitative and quantitative research, Johnson and Onwuegbuzie (2001:15) argue 
that more correlation than dissimilarities can be detected between qualitative and 
quantitative research: 
 
• Both employ empirical investigations to focus on the research questions. 
• Sechrest and Sidani (1995:78) maintain that both methodologies ‘describe 
their data, construct explanatory arguments from their data, and speculate 
about why the outcomes they observed happened as they did’. 
• Both include precautionary measures to reduce confirmation bias and other 
origins of invalidity (or lack of trustworthiness).  
 
Plowright (2012:2) contests the use of the terms qualitative and quantitative and 
suggests an alternative that he refers to as a Framework for Integrated Methodology 
(FraIM). He discards the qualitative/quantitative dichotomy, arguing that it is 
conceptually and methodologically, as well as with regard to axiology, confusing, and 
comprises a rigid and inflexible division into two compartments. He claims to look at 
research afresh, finding overlaps between and the integration of the elements of 
research. Therefore, Plowright (2012:4) prefers to merge the research elements into 
a united, consistent whole, without preference for one of the elements. 
 
However, in this project, the known explanation of mixed-methods research was 
followed, in order to explore answers to the research questions. With regard to the 
different research strategies used in a mixed-methods paradigm, Creswell and Plano 
Clark (2007:59) improved on Creswell’s 2003 differentiation of a concurrent, 
sequential and transformative strategy. They eventually differentiated between four 
major mixed-methods strategies, namely triangulation; embedded; explanatory; and 
exploratory strategies. They also explain that various theorists employ different 
concepts and emphases in mixed-methods research. 
 
These different strategies of mixed-methods research will now be briefly explained: 
 
4.4.1.1 Triangulation strategy 
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In terms of the triangular strategy, qualitative and quantitative research takes place 
at the same time, with the same importance (Creswell & Plano Clark, 2007:64). This 
is also called ‘concurrent’ triangulation (Tashakkori & Teddlie, 2003:233). While two 
sets of data are collected simultaneously, they are merged during the analysis 
phase, or after the analysis phase, for the purposes of interpretation and the final 
report. What is crucial is that authentic triangulation is accomplished by two different 
methods, coming to an accurate inference, which enhances the ‘concurrent validity’ 
of the research (Wilkins & Woodgate, 2008:26). 
 
4.4.1.2 Embedded strategy 
 
The embedded strategy entails that one of the two research methods (quantitative or 
qualitative) is inserted in the other one, and that the embedded one takes up a 
reduced, or lesser position, presenting reinforcement for the primary method 
(Thomas, 2009:83). This could happen concurrently (at the same time), or in 
sequential format (one after the other), varying according to the researcher’s 
objectives for the research.  
 
The embedded strategy is usually chosen where one set of data is believed to be 
insufficient to answer the research questions and more types of data are therefore 
required to complete the investigation (Wilkins & Woodgate, 2008:26; Creswell & 
Plano Clark, 2007:67). Creswell and Plano Clark (2007:69) differentiate between two 
kinds of embedded research: experimental (where the qualitative data works as a 
passive support for the quantitative data); and correlational (where the qualitative 
data facilitates the clarification of correlations). In both instances, the quantitative 
data serves as the main source of information.  
 
 
 
 
4.4.1.3 Explanatory strategy 
 
The explanatory strategy takes place in two sequential phases (Creswell & Plano 
Clark, 2007:69) and is usually employed to present further details to illuminate 
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quantitative results, by gathering and examining qualitative data in the follow-up 
phase (Creswell, 2009:211). Wilkins and Woodgate (2008:28) suggest that the 
quantitative results can inform the themes of the qualitative follow-up strategy. It can 
also be used to determine the purposive sampling for the second phase, or for 
elucidating the quantitative results (Creswell & Plano Clark, 2007:72). 
 
4.4.1.4 Exploratory strategy 
 
A sequential exploratory strategy was employed in this research. This is a general 
strategy, which also takes place in two separate phases. In Phase 1, the researcher 
starts off with a thorough qualitative exploration of an unknown or complex 
phenomenon, which contributes to a clearer conceptualisation of the phenomenon. 
Phase 1 is followed by Phase 2, comprising a quantitative inquiry, to statistically 
measure the frequency of the phenomenon (Creswell & Plano Clark, 2011:82).  
 
The distinctive characteristic of this sequential strategy is that the second phase, 
namely the quantitative follow-up investigation, transpires as a consequence of the 
findings in the first phase (Tashakkori & Teddlie, 2003:687). The findings of Phase 1 
guide the researcher in selecting the appropriate instrument for the follow-up 
quantitative phase. In Phase 2, the questionnaire is administered in order to confirm, 
or refute the initial findings (Creswell & Plano Clark, 2007:77; Creswell & Tashakkori, 
2007:3).  
 
This strategy is also referred to as a sequential exploratory strategy, because the 
two sets of data are collected sequentially, analysed independently and then 
integrated in the final stage of interpretation, which affords the researcher a more 
inclusive understanding of the research phenomenon (Wilkins & Woodgate, 
2008:28).  
 
Two types of exploratory strategies are differentiated, namely the instrument 
development type (contributing to the follow-up quantitative phase); and the 
taxonomy development type (to assist in identifying important variables for 
developing a classification structure or evolving theory) (Creswell & Plano Clark, 
2007:77). 
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In the first phase of this research, the research problem was qualitatively explored by 
means of the expressions of a small group of participants, through their drawings 
and narratives. The themes that emerged from this set of data informed the focus 
and choice of instrument of the second phase. In Phase 2, the chosen questionnaire 
that could adequately further reflect on and assess the findings of the first phase, 
was administered to a larger sample of the same population (Creswell & Plano Clark, 
2007:11), in order to obtain an all-inclusive representation of the phenomenon under 
research.  
 
4.5 QUALITATIVE RESEARCH  
 
The term qualitative research is deemed by Babbie and Mouton (2001:270) as a 
wide methodological approach for the investigation of social action, which offers the 
best option for authentic understanding (Creswell, 1998:17). It alludes to a group of 
methods and techniques that profit from a particular ideology. The qualitative 
researcher always attends to the ‘socially constructed nature of reality’, ‘personal 
relationships’, and the ‘situational constraints’ that affect the investigation (Denzin & 
Lincoln, 2003:13). In such a way, principles of ontology, epistemology and enquiring 
methodology become more transparent (Henning, 2004:15). The researcher 
endeavors to investigate and understand social human actions from the participants’ 
viewpoint (Ary et al., 2002:422; McMillan& Schumacher, 1993:14). It is described by 
Denscombe (2003:234) as an ‘emergent’ research approach, seeing that the 
understanding of reality steadily, but continually, appears and expands during the 
investigation.  
 
Qualitative research is rooted in a ‘naturalistic phenomenological’ philosophy, which 
presumes that multiple realities are created socially during individual and joint 
descriptions of the circumstances (McMillan & Schumacher, 1993:14). Accordingly, it 
is also referred to as being ‘multi-paradigmatic in focus’ (Denzin & Lincoln, 2003:11). 
It does not imply numbers and statistics, but the creative or linguistic expressions of 
experiences and views (Creswell, 1994:1). 
The report of the qualitative research is written in the first person and is less 
conventional in nature (Denscombe, 2003:235).  
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4.5.1 Characteristics of qualitative research 
 
4.5.1.1 Interpretive 
 
Denzin and Lincoln (2003:33) state that ‘all research is interpretive; it is guided by a 
set of beliefs and feelings about the world and how it should be understood and 
studied’. Qualitative research is primarily interpretive (Creswell, 2003:182). Through 
interpretation, the ‘how’ and ‘what’ of the phenomenon under investigation is 
uncovered. Participants are studied in their natural environment to uncover the 
subjective meanings they attribute to their reality (Creswell, 1994:147). Listening and 
interpreting skills are sometimes complicated and not as easy to explain as 
quantitative measures, and undoubtedly tough to improve on (Terre Blance & Kelly, 
1999:126). 
 
In order to understand a phenomenon, is it important for the researcher to have an 
in-depth view of how matters are naturally, without manipulating it in any way. For 
this reason, interpretivist studies are reckoned as shared experiences, getting the 
information from the participants, while it is analysed and approved by others 
(Henning, 2004:20). Through interpretation, multiple perspectives on reality are 
revealed (Creswell, 2003:182). This takes place in a systematic and interactive way, 
in order to make sense of the situation. 
 
4.5.1.2 Inductive  
 
Qualitative researchers usually investigate a phenomenon in an open-minded 
manner, without previous expectations or preconceived notions, therefore relying on 
the inductive mode of the scientific inquiry. Lichtman (2013:19) explains that when 
the inductive approach is used, it is like ‘scaffolding’: you start by collecting a 
substantial amount of data. The objectives of induction are to condense raw data into 
manageable portions, from which a summary can be extracted; to find a line 
between the objectives of the study and this summary; and to develop new concepts, 
classifications and theory (Thomas, 2006:239). 
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That means that themes, concepts and theory develop from the premises (from the 
ground up), by extracting conclusions as the investigation moves forward (Creswell, 
1994:145). During the observation phase, the investigators should ‘try not to draw 
attention to themselves’ (Johnson & Christensen, 2004:360). The researcher should 
make his role explicit, as his view is but one of many (Creswell, 1994:147).  
 
By employing the inductive approach, this research endeavoured to find the meaning 
of how teachers working in deprived environments experienced and managed the 
challenges that they faced in the classroom on a daily basis. 
 
4.5.1.3 Descriptive 
 
Terre Blanche et al. (2006:44) state that qualitative research is descriptive by 
implication, as its objective is to reveal information about a phenomenon and then 
describe it meticulously in words (Creswell, 2003:199). The intention is to give an 
exact and systematic exposition of the participants’ experience of their own reality 
(Ponterotto, 2002:398). Ary et al. (2002:425) concur that the gathered data depict the 
experiences and viewpoints of the participants, and that the investigator endeavours 
to attain a rich portrayal of his observations in the field of study. Babbie and Mouton 
(2001:272) refer to it as a ‘thick description’ that takes hold of the meaning as it 
emerges. Thick descriptions are essential (Denscombe, 2003:233; Denzin & Lincoln, 
2003:16) and are validated through ample evidence and a firm theoretical basis 
(Henning, 2004:7). The description is employed to produce a comprehensive report 
in order to determine whether the investigator’s understanding of the phenomenon is 
acceptable and applicable to other situations. It can also lead to a new 
conceptualisation of the phenomenon under investigation. 
 
The data that transpire from this investigation attempt to describe a reality as 
experienced by the participants in their own life-worlds as profusely as possible 
(Creswell, 2003:199).  
 
4.5.1.4 Naturalistic and contextual  
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Qualitative research investigates real-world behaviour, as it transpires in a natural 
context (Creswell, 2003:181), which is non-controlling, inconspicuous and not easily 
manipulated (Denscombe, 2003:90; Terre Blanche & Durrheim, 1999:43). The 
investigation happens in the ‘field’, namely the natural setting, or context, and 
investigates the entire human experience, considering all the factors and influences 
in a particular setting (Ary et al., 2002:424). The reason for the ‘natural’ setting is that 
the phenomena under investigation are obtaining their significance as much from the 
‘contexts as they do from themselves’ (Lincoln & Guba, 1985:189). 
 
Holliday (2002:20) states that it is important that the researcher be completely 
engaged in the setting for quite some time, as this could contribute to a better 
understanding of the participants’ world as it really is. The engaged researcher must 
be open and sincere to whatever emerges from the field, in order to prevent pre-
arranged restrictions on the end results (Terre Blanche & Durrheim, 1999:43).  
 
In this study, the participants were met in their natural environments at the various 
schools where they were teaching; this contributed to the diversity of human 
perceptions that could be captured in the natural context. 
 
4.5.1.5 Exploratory 
 
Qualitative research is explorative in nature, with the aim of becoming familiar with 
and discovering information about the field of study. It also aims at determining the 
viability of the study and developing a plan of action for the remaining part of the 
study. It happens without preconceived ideas and with an open mind, to learn more 
about a phenomenon (Denscombe, 2008:92). 
 
As explained in the research paradigm, the first part of this research employed an 
explorative strategy to get a feeling of the unknown phenomenon and discover more 
avenues for further exploration. 
 
4.5.1.6 Holistic 
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Denzin and Lincoln (2005:384) claim that qualitative research is holistic in its search 
for an understanding of the entire situation. Therefore, qualitative researchers 
scrutinise the complete picture during the investigation (Creswell, 2003:182). In so 
doing, the researcher can obtain all-encompassing information on the holistic 
feature, which in turn leads to a better understanding of the complete situation. 
 
In this research, the idea was to uncover all aspects of the holistic picture of teachers 
working in a deprived environment in order to obtain a better understanding of their 
complete situation. 
 
4.5.1.7 Interactive 
 
Qualitative research takes place systematically, by means of interaction with the 
participants (Creswell, 1994:145). During the interaction, participants can freely 
express their views and feelings regarding the matter under study. A personal 
relationship is formed with the researcher, who acts as the research instrument and 
is actively involved with the participants, but assumes a lesser role, while the 
participants are seen as the experts on the topic. 
 
4.5.1.8 Phenomenological  
 
The philosopher Edmund Husserl is deemed to be the architect of phenomenology, 
because he promoted the idea that a careful understanding of an individual’s 
subjective experience is essential in grasping any discipline (Sullivan, 2010:31). This 
method aspires to comprehend and explain the meaning that humans experience 
concerning a phenomenon and how they communicate their experiences in their own 
lives each day as accurately as possible (Denscombe, 2003:97; Schwandt, 
2003:297; Fouché, 2002:271). 
Creswell (2000:13) states that phenomenology relates to the lived experiences and 
the processes regarding the phenomenon. It entails researching a few participants’ 
wide-ranging perceptions and extended experiences of the phenomenon, in order to 
expand on significant strategies and associations. In this regard, Denscombe 
(2003:98) contends that the idea is not so much to illuminate the subjective 
experiences, or even to describe these experiences, or to present them in a new 
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form, but primarily to keep it as real and as close to the original as possible. The idea 
is therefore to go to the phenomenon itself and to investigate it in its authentic state, 
as it is made sense of by participants. 
 
4.5.2 Qualitative Methodology 
 
4.5.2.1 Sampling 
 
Sampling refers to the selection of participants, in such a way that will make the best 
use of the participants’ expertise and the researcher’s capability to respond to 
research questions that are depicted in the study (Tashakkori & Teddlie, 2003:715; 
Strydom & Venter, 2002:199). The objective is to decide on a representative sample 
that will best epitomise the population about which the researcher aspires to draw 
conclusions (Ary et al., 2002:163; Durrheim, 1999:44). 
 
Qualitative research approaches, such as the interpretive, constructionist and 
exploratory research, utilise comprehensive and in-depth analysis; statistical 
accuracy is of less importance in these investigations (Durrheim, 2006:49). The 
preferred choice of sampling for the abovementioned research types is often 
purposeful sampling, also referred to as judgment sampling, because its focus is on 
all-encompassing criteria, rather than random sampling (Mack, 2007:61, Hesse-
Biber & Leavy, 2006:78; Tashakkori & Teddlie, 2003:254; Ary et al., 2002:169).  
 
According to Tashakkori and Teddlie (2003:254), participants are selected because 
they are in all probability able to present essential and constructive information to 
allow the researcher to improve or test specific theoretical notions. They are 
considered to be the major informants, because they have the best comprehension 
of the topic and therefore need careful consideration. The number of participants is 
based on the purpose of the investigation, the data gathering method and their 
expertise on the topic (Jones, 2002:462). Data gathering can provide sufficient 
information and can be stopped when the information becomes saturated, 
irrespective of the number of participants who has participated up to that point. The 
sample size is less important than the constructive information the participants can 
provide and the researcher’s skill in interpreting the information (McMillan and 
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Schumacher, 1993:378). McMillan and Schumacher (1993:378) posit that in 
purposeful sampling, it is important that the selected participants be well-informed 
about their contributions to the research study. 
 
In this research, convenience and purposive sampling was employed to select the 
participants according to a set of predetermined criteria (Durrheim, 2006:49). 
Henning (2005:71) asserts that selecting the participants (the people) should be the 
motivating factor, and not the setting as such. The researcher visited the three 
schools and requested the principals’ permission. All the available teachers were 
informed about the project and given the opportunity to participate. It was convenient 
for them to participate, as the research took place at their schools. 
 
Convenience sampling is sometimes also referred to as an availability sample. In this 
study, it was convenient to select the participants, because they were available and 
easy to find. The teachers had taken part in a previous project, during which the 
researcher had built up a comfortable and close relationship with them. They were 
willing to participate and the researcher had easy access to them as a group 
(Mertens, 2010:325; Cohen et al., 2000:102).  
 
Purposive sampling was also established for this study by the researcher, who knew 
that the group could meet the research purpose and reflected aspects that contained 
distinctive elements of the population (Strydom & Venter, 2002:207). However, it was 
not compulsory that they be representative of the larger population. They were 
chosen because of their position and the fact that they could supply indispensable 
information on the topic (Creswell, 1998:118; McMillan & Schumacher, 1993:378). 
All the participants came from a deprived environment and therefore had experience 
of teaching in such an environment. The participants were therefore experts in 
serving the purpose of the research. The number of participants was relatively small, 
namely twenty two as the investigation was ended when the information became 
saturated, as no new information was being uncovered, signifying that the research 
process was completed.  
 
4.5.2.2 Selection criteria 
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The following elements were important and constituted the relevant criteria that were 
applied to select the participants for this study (Mack, 2007:62; Babbie & Mouton, 
2001:288): 
 
• Thorough enculturation – participants enculturated in a specific situation 
intended for the research were selected according to the criterion: Do the 
participants all come from the Walmer Gqebera Township? (Lincoln & Guba, 
1985:40). 
• Current involvement – participants who were involved in the matters of the 
subject of research were sought out through the following criterion: Are only 
full-time teachers included? 
• Adequate time – on occasion, the ideal participants were found, but they were 
unavailable to spend time with the researcher for an interview. For this 
research, the following criterion was included: Are the participants all available 
to participate in the investigation? 
• Gender inclusion – in order to make sure that both genders participated in the 
research the following criterion applied: Are both men and women included in 
the group of participants? 
• Qualification – to ensure that the participants were all qualified teachers, the 
following question was included: Does the group give a reflection of proper 
qualification and teacher training? 
• Experience – it is of paramount importance that experience in the field of 
research be mirrored by the participants. Therefore, the following criterion was 
relevant: Does the group give evidence of experience of teaching in a 
deprived environment? 
• Language – to ensure that there was mutual understanding between the 
teachers and the learners, the following criterion was included: Does the 
group represent and comprehend the language that is used in the school, 
namely English? 
 
For the purpose of this study, the researcher selected a homogeneous group of 
participating teachers, because they shared the experience of a particular situation, 
namely a deprived environment, and could contribute rich information to the 
investigation (Creswell & Plano Clark, 2011:112; Willig, 2001:58). 
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4.5.2.3 Composition of group of participants for qualitative investigation 
 
The group of participants was limited, as all the participants were from the same 
environment, namely the Walmer Gqebera Township in Port Elizabeth (cf 1.5. of 
Chapter One: Demarcation of the study). Participation was on a voluntary basis. 
Only teachers from all the schools (namely the two primary schools and one high 
school) in the Township were included for the research, because they were willing to 
participate and met all the selection criteria. The composition of the group of 
participants for the qualitative research is presented in Table 4.1 below: 
 
TABLE 4.1: Biographical details of sample group 
 
 
 
From Table 4.1, it is clear that more women participated in the research; that 
participants were mostly in the age group 40-60 years, while the highest qualification 
was a B.Ed.Hons. degree. The majority of the participants were working at post level 
1, and they were predominantly IsiXhosa speakers. 
 
4.5.3 Role of researcher 
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Creswell (1994:145) proclaims that, in qualitative research, the main researcher 
takes the role of the research instrument, and is known as the moderator. He follows 
appropriate strategies, organises and facilitates the process, poses the research 
question to the participants, maintains their focus on the problem at hand, and 
records, evaluates and interprets the information for report-writing purposes. The 
second researcher’s role is that of an objective observer, who takes field notes for 
the sake of a kind of ‘with-in triangulation’ (Fouché, 2002:105; Holloway & Wheeler, 
2002:15-17; Mouton, 2002:100). The field notes are described as the ‘doing stage’ of 
the research and are kept meticulously and held as part of an audit trail (Mouton, 
2002:98). 
 
Ethical issues need serious consideration in qualitative research (Creswell, 
2003:184). The ethical measures that were applied in this research are described 
later in the chapter. The researcher should be sensitised not to have preconceived 
ideas and to be unbiased (Patton, 2002:55; Ponteretto, 2002:399).  
 
For this study, the researcher (the author of this thesis) conducted the qualitative 
field work, with the assistance of an observer (the promoter of the study). See 
4.5.4.2. for the researcher’s role in getting the teachers to depict themselves in a 
drawing to disclose their feelings about their professional experiences.  
 
Afterwards the researcher arranged to meet with each individual teacher at his/her 
school. These meetings took place in the Deputy Principal’s office or the staff room. 
The teachers had to find their own picture and tell the researcher their story, based 
on the pictures that they had drawn. These narratives were recorded and transcribed 
to be used as the data to be analysed. The observer took field notes of each 
session.  
The researcher, the observer, as well as an independent researcher then analysed 
the data and, after a consensus discussion, the prominent themes, categories and 
sub-categories were finalised. It is also the responsibility of the researcher to write 
up the research and give feedback to all stakeholders.  
 
4.5.4 Methods of qualitative data collection 
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For qualitative investigators, the term data collection depends on words or pictures. 
Contemporary researchers incorporate various types of data in their studies, such as 
visual data, audio data and illustrations, in addition to verbal, or textual data 
(Lichtman, 2013:243, 247; Given, 2008:190; Durrheim, 2006:51). According to 
Mertens (2010:353), the reason for data collection is to gather information about 
people or objects. 
 
Gray et al. (2007:42) contend that the following criteria can be used as strategies for 
data collection: 
 
• How well prepared your theory is before you start with observation. 
• The degree of social associations you require or wish to monitor. 
• The sort of information you want to know. 
• The resources you have on hand for investigation. 
• The simplicity of making contact with individuals, groups or institutions. 
 
Their most important advantage is that people can describe important detail and 
provide interpretations that numbers cannot communicate (Gray et al., 2007:42).  
 
Qualitative researchers can employ various methods for data collection (Mertens, 
2013:351; Given, 2008:190). The following methods were used to qualitatively collect 
data for this study: 
 
• Literature review and control 
• Drawings 
• Narratives 
 
Each one of the collection methods will be discussed below. 
 
4.5.4.1 Literature review and control 
 
The obvious point of departure for a study, the topic, research question, method 
choice and the scope of the study, is a review of existing literature (Creswell, 
2009:45). Through that, a conceptual framework is developed for the study 
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(Denscombe, 2003:293). The literature review also demonstrates how the proposed 
investigation corresponds with the information available (Lichtman (2013:172; 
Creswell, 2003:30; Ary et al., 2002:494). The literature review produces essential 
measures that can be used as a means of assessment, particularly in emerging 
fields (Mertens, 2010:89). 
 
The findings of this study, as discussed in the following chapter, were also checked 
and corroborated against the existing, relevant literature. In that way it was 
determined to which extent the novel research findings could be confirmed and 
validated against existing research findings (Holloway & Wheeler, 2002:251). It also 
indicated to which extent the research findings provided an original contribution. 
Discrepancies, similar or different perspectives could thus be revealed in comparison 
to studies conducted under the same conditions (Creswell, 2002:87). At the same 
time, an improved understanding of the research topic was accomplished. 
 
4.5.4.2 Drawings 
 
The use of drawings in research is not a new phenomenon. As early as 1935, 
children and adults were encouraged to participate in various ways of a ‘draw-and-
write’, or ‘draw-and-talk’ methods, assisting investigators in accessing some of the 
children and adults’ thinking, opinions and viewpoints (Mitchell, Theron, Stuart, Smith 
& Campbell, 2011:19). In the last two decades, interest in ‘the visual’ rapidly 
expanded, with participatory visual methodologies being employed more frequently 
in the social sciences and humanities. 
 
The word ‘image’ was originally used for separating things from each other and to 
classify phenomena into groups. Recently, more stringent measures have been 
introduced to differentiate between the ‘original’ and its image copy, or between the 
external physical world and the internal psychological world, or between the ‘natural 
world’ and a man-made one or, of late, between analog, material space and digital, 
virtual space (Weber, 2008:42, 43). 
 
Weber (2008:44) has proposed the following reasons why arts-related visual images 
are used in research: 
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• Images can be used to capture the indescribable; the hard-to-put-into-words. 
Some things need a picture, not just a description. Images can assist the 
viewer in better understanding those hard to pin down, hard-to-put-into-words’ 
issues that may otherwise have remained secret or overlooked. 
• Images can make the viewer focus on things in a different manner. Art grabs 
the attention, and involves the viewer. Art has the capability to disclose to the 
viewer what he did not know that he knew. 
• Images are likely to be easily remembered. Sometimes images are often 
remembered much longer than academic content, and are more likely to have 
an effect on thoughts and actions. 
• Images can be used to connect more holistically, merging several layers, and 
suggesting and bringing to mind many questions. 
• Images can improve meaningful understanding and generalisability. 
• By means of metaphor and symbol, artistic images can communicate theory 
sophisticatedly and expressively. 
• Images support representative knowledge. 
• Images can be more easily reached than most academic dissertations. 
• Images can promote reflexivity in research design. 
• Images incite action for social justice. 
 
Drawing can be seen as a form of thinking, exploration and reflection (Ebersöhn, 
Ferreira & Mbongwe, 2011:166). It is extremely suitable as an explorative and 
‘projective technique’, to reveal a better understanding of the ‘conscious and 
unconscious’ experiences and concerns of persons (Olivier, De Lange, Creswell & 
Wood, 2012:1; Emmison, 2011:233; Mitchell et al., 2011:19). Drawings allow 
participants to develop ‘critical consciousness’, meaning that they become more 
aware of themselves (Govender & Reddy, 2011:198) and at the same time become 
further empowered to make a difference in their social reality. 
 
Drawings are considered to be a ‘powerful technique’ in research (Khau, 2011:120). 
Drawings provide a ‘rich entry point for engaging participants in issues that are 
important to them’ (De Lange, Mitchell & Stuart, 2011:177; Mitchell et al., 2011:34; 
Van Laren, 2011:144) and for ‘being the perfect prompt to elicit further data’ (Mitchell 
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et al., 2011:2). Although drawings are not considered to be a high-tech methodology, 
Mitchell favours their use, because of their ‘simplisticy’, needing only paper and pen, 
and their ‘tangibility’ and ‘concreteness’, making them visible and touchable (Mitchell 
et al. 2011:2). Furthermore, drawings are valuable because of their ‘immediacy’ 
(Mitchell et al., 2011:2). They provide a ‘window’ into the teacher’s personal reality 
(De Lange, Mitchell & Stuart, 2011:177). Yet, drawings are far from simple to use, 
because of the complexity of the interpretation thereof.  
 
Govender and Reddy (20011:195) maintain that drawings can be used as an 
important tool to allow the teachers to go through a ‘process of conscientisation and 
critical dialogue about their lived experiences’. In this study, drawings gave the 
participating teachers the opportunity not just to concentrate on their existing 
circumstances, but to think about the common experiences that they shared. 
 
In this study, drawings were used as a creative visual participatory first entry tool 
(Van Laren, 2011:135), to ‘elicit the socially silenced voices' (Malindi & Theron, 
2011:106) of teachers regarding their professional experiences in a deprived 
environment. It was presumed that the drawings could provide glimpses into the 
personal feelings, experiences and strengths that help them cope in their difficult 
situations, a manner of self-reflection, or starting with the self (Van Laren, 2011:135). 
Drawings afford participants an enhanced possibility to express themselves more 
freely, compared to using personal interviews, which pose some limitations with 
regard to the expression of meaning in language/words. Drawings are a strong 
instrument to discover teachers’ ‘lived realities in a non-intrusive manner’ (Khau, 
2011:129,130).  
 
The participants in this study were treated to a weekend workshop retreat at a venue 
out of town, where they had the opportunity to partake in various creative activities to 
discover their own self-efficacy. One such activity was planned specifically as a 
small, but crucial, first encounter, or ‘bottom rung of the scaffold’ (Van Laren, 
2011:144), involving twelve of the teachers, for the sake of answering the research 
question for this research. They were invited to each produce a simple drawing of 
how they depicted themselves as teachers and their experiences of teaching in their 
specific environment. Mak (2011:86) calls this an opportunity for teachers to ‘look 
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into’ or ‘draw from within’, revealing their inner feelings about their professional 
experiences. 
 
The aforementioned twelve teachers were supplied with A4 sheets of coloured paper 
and coloured crayons and invited to execute a drawing, in their own time, giving 
them ample time to reflect. It was repeatedly emphasised that the artistic quality of 
the drawing was less important than the activity itself and its content, in order to 
encourage them to participate willingly, despite their possible doubts regarding their 
own drawing skills (Mitchell et al, 2011:23). The teachers remained autonomous; no 
names appeared on the drawings and their privacy was respected throughout the 
process (Mak, 2011:78) (see addendum for examples of the teacher’s drawings). 
 
4.5.4.3 Narratives 
 
Story-telling and narratives are examples of qualitative research (Willis, 2007:295). 
Narrative research is described by Creswell (2009:9), as an approach in terms of 
which the inquirer researches the lives of humans and invites them to share stories 
about their lives. These stories are frequently integrated by the researcher in a 
narrative chronology. The narrative approach is rooted in human stories. It provides 
enough information for the investigator to study the manner in which people 
understand their world, portrayed through their stories. Narratives are an 
interpretation of how we make sense of life and are not merely an unbiased 
rebuilding of life (Webster & Mertova, 2007:3). 
Willis (2007:295) asserts that various viewpoints, interpretations and analyses can 
be produced through story-telling. Story-telling lays more emphasis on presenting 
the participants’ background and the particulars of their surroundings.  
 
Resources for data collection include oral stories that have been gathered through 
in-depth interviews (Mertens, 2010:271). Essential elements of people’s lives and 
experiences are ‘storied’, which means that a verbal description is required, with the 
intention of portraying their basic qualities. The interviewer may persuade the 
interviewee to share his stories, and when the researcher reviews the transcripts, the 
narrative format is retained and their content is communicated, as initially co-
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constructed in the relations between researcher and participant (Kvale & Brinkmann, 
2009:303, 304).  
 
When a researcher uses drawings as a research method, the meaning behind the 
drawing is of interest to him, namely the story. The association between drawing and 
meaning thereof (the story behind it) is very important, because ‘no visual product 
can be neutral’, meaning that it was made by an individual who was in a specific 
frame of mind (Stuart & Smith, 2011;152). It is expected from the participant to give 
some background information with regard to the manner in which it was drawn, as 
well as an explanation that depicts the drawing in the researcher’s ‘meaning-making’ 
pursuit (Mitchell et al., 2011:25). As such, the narrative also serves as a form of 
triangulation and verification (Ebersohn et al., 2011:174), through the elicitation of 
meaning. 
 
Emmison (2011:236) maintains the claims made by ethno-methodologists that 
drawings can be used to give further details about the importance of rational ways of 
thinking, and as a valuable tool to determine a person’s manner of reasoning at a 
particular time. The focal point for the researcher is not unearthing cultural 
connotations, but exploring how the participants use the visual information to tell 
their story. 
 
For that reason, the participants in this study were met individually by the researcher, 
in the presence of a fieldworker, in the deputy principal’s office or staffroom of their 
school, to complement their drawings by means of a verbal representation, or 
narrative behind their drawings, for the sake of improved understanding (Mitchell et 
al., 2011:20). At this follow-up session in the research process, each teacher was 
requested to find his or her own drawing (no names appeared on the drawings) and 
tell the story of himself as a teacher, according to his earlier picture, because ‘a 
picture tells a story’ (Mitchell et al., 2011:26). This is also called talking to the picture, 
or ‘draw-and-talk’ (Mitchell et al., 2011:19,25; Theron; Stuart & Mitchell, 2011:58), a 
process during which deeper meaning is brought forth.  
 
The narratives of the teachers participating in this study, in which they gave ‘voice’ 
(Mitchell et al., 2001:25) regarding their professional experiences and feelings, were 
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done in English, tape recorded and transcribed verbatim for subsequent analysis 
(Smith et al., 2010:73). This was done to enable the researcher to ‘re-frame’ her 
thinking ‘in relation to the voice’ of the teachers (MacEntee & Mitchell, 2011:89), 
through their own translation of their pictures into words (MacEntee & Mitchell, 
2011;99). Khau (2011:121) explains this procedure as getting ‘inside the minds’ of 
the teachers. 
 
4.5.5 Qualitative data analysis 
 
As soon as the data gathering was completed, the raw data were analysed and 
interpreted (Creswell & Plano Clark, 2007:131; Mouton, 2002:108). The analysing of 
qualitative data entails that the participants’ ‘words, or other empirical evidence’ is 
tested and linked to a descriptive explanation (Given, 2008:190; Denscombe, 
2003:232). This is done by means of coding, which is a complex and time-
consuming process (Holloway & Wheeler, 2002:235). It requires careful 
consideration and ‘bracketing’ (putting preconceived ideas aside) (Creswell, 
1998:52). The raw data (picture capturing, verbatim transcripts of the taped 
narratives and field notes) were coded into evident emerging patterns, and the story 
was presented in terms of main themes, categories and sub-categories by means of 
the following methods, detailed below (Creswell, 1994:154):  
 
 
 
 
4.5.5.1 Coding according to Tesch 
 
Tesch’s eight steps to code collected raw data (Creswell, 1994:155), were applied in 
the analysis, entailing the following: 
 
1. The raw data were read carefully, making notes regarding evident ideas. In 
the process, an overall picture was formed about the background information 
the teachers revealed. 
2. One information-rich transcript was selected and studied again to determine 
its focus and topics, while jotting down further notes. 
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3. This step of in-depth reading was repeated with all the transcriptions, to 
compile a fuller list of emerging topics and find further confirmation for the 
themes. In the margins, the notes made on main themes, their categories and 
sub-categories, started to become clearer. 
4. Thereafter, re-reading took place to identify any omitted information, and the 
themes were shortened into codes, with apparent categories and sub-
categories. 
5. Themes that belonged together were then linked and clustered, and more and 
different meanings were further explored. 
6. After a decision was taken about the final themes, the codes (descriptive 
words) were categorised in a systematic structure, to eliminate overlapping. 
7. A broader analysis then followed, searching for similarities, differences, 
original contributions, or inconsistencies. 
8. The raw data were finally scrutinised by an independent re-coder from 
another Faculty at the relevant University, as well as another researcher 
(namely the researcher’s promoter, field worker and observer). In that way, 
the themes could be validated through triangulation by incorporating the 
perspectives of the researcher and two more independent researchers in the 
final consensus discussion (Creswell, 1998:202). 
 
4.5.5.2 Interpretative analysis 
 
Smith, Flowers and Larkin (2010:1) explain the value of the use of interpretative 
phenomenological analysis in qualitative research in human, social and health 
sciences. The authors also contend that studies with a focus on personal meaning 
and sense-making in a specific context, where a particular experience is shared, can 
best be analysed by means of interpretative phenomenological analysis (Smith et al., 
2010:45). Therefore, their approach to analysis was well suited for this research on 
the lived experiences of teachers in a deprived environment. They emphasise the 
following essential characteristics of researchers: ‘open-mindedness; flexibility; 
patience; empathy; and the willingness to enter into, and respond to, the participant’s 
world’. At the same time, the researcher also needs ‘determination, persistence and 
curiosity’ (Smith et al., 2010:55). 
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Interpretative phenomenological analysis involves the ‘detailed examination of 
human lived experience’ (Smith, et al., 2010:32). It involves paying serious attention 
to the written words of teachers’ stories, and providing a rigorous description of the 
essences thereof, which was of particular importance for the teachers in this study. 
The analysis is explained as ‘an interactive and inductive cycle’ (Smith et al., 
2010:79-80; 82), following the following steps: 
 
1. Reading and re-reading: A thorough ‘line-by-line’ analysis of each transcript. 
2. Initial noting: The recognition of pertinent ‘themes’, with descriptive comments 
of the first transcript, followed by the rest. 
3. Developing emergent themes: The advancement to a ‘dialogue’ between the 
researchers regarding their findings. 
4. Searching, for connections across emergent themes: The growth of a 
‘structure,’ which demonstrates how the themes are related. 
5. Looking for a pattern: Finally, all the information is arranged in a system, from 
the early notes of clusters the final themes. 
6. Looking wider: Independent coders are used to build the ‘coherent and 
plausibility of the interpretation’. 
7. Writing up the research: A complete report is compiled with adequate proof, 
such as quotations of the teachers, to illustrate the interpretation. 
8. Deliberation: Consideration of the researcher’s own insights, ideas and 
procedures. 
 
Smith et al. (2010:80) emphasise that this is not a rigid process, but a flexible and 
complex maneuver: ‘collaborative, personal, intuitive, difficult, creative, intense and 
conceptually demanding’. There is no correct or incorrect way to carry out the 
analysis, and it was a very fascinating and satisfying experience for the researcher.  
 
FIGURE 4.1: Elements of data analysis 
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     Adapted from Lichtman (2013:252)  
 
4.5.6 Measures to ensure trustworthiness in qualitative research 
 
Qualitative research is often criticised for being subjective and specific, and 
consequently less generalisable. Therefore, the measures that ensure the 
trustworthiness of the research are of paramount importance in qualitative research. 
Trustworthiness is described by Mertens (2010:18) as the validity and equality of all 
those who were involved in the research process. Lincoln and Guba (1985:290) have 
divulged measures to ensure the authenticity of studies. 
 
Guba and Lincoln’s (1985:290; 1989:233) model was used to ensure the 
trustworthiness of this study: 
• Truth-value: 
 
How can an inquirer obtain confidence in the credibility of the results of a 
specific inquiry from the participants under the circumstances in which the 
investigation was performed?  
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Hesse-Biber and Leavy (2006:66) contend that the type of questions posed, 
what arguments can be prepared and what criteria can be relied on, 
contribute to credibility and internal validity. A comprehensive explanation that 
illustrates all the difficulties, adjustments and communications will be so filled 
with data drawn from the setting, that it could not help but be justifiable (De 
Vos, 2002:351).  
 
The methodological and interpretive credibility of this investigation was 
ascertained by the following, as stated by Babbie and Mouton, (2001:277) and 
Lincoln and Guba (1985:219, 301): 
 
- Prolonged engagement implies that the researcher must spend 
sufficient time in the field to build a good rapport with the participants. 
The researcher has spent enough time with the participants in their 
natural context (the school), to build a trusting relationship, by 
engaging with them in workshops.  
- Persistent observation continuously explores for interpretations in 
various ways as well as searching for a variety of influences in the 
study. A dense description of the process, procedures and findings was 
given by the observer who worked alongside the researcher, 
presenting the information as accurately as possible.  
- Triangulation refers to the collection of data in various ways. For the 
sake of triangulation, an independent observer worked in conjunction 
with the researcher and took notes whilst in the field, and re-coded the 
raw data. The final report on the findings was shared with the teachers. 
Three external examiners scrutinised the study in the final instance. 
 
 
• Applicability: 
 
How can one tell if the findings acquired in context A may be transferable to 
another context? 
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In this regard, Alasuutari, Bickman and Brannen (2009:197) assert that the 
reader has the option, on the basis of argumentative reasoning and a thick 
report produced by the inquirer, to decide whether to transfer these data to 
other circumstances, which he believes are comparable. This could be 
problematic in qualitative research, because the generalisation of the 
qualitative findings to other situations is viewed, in terms of traditional norms, 
as a weakness in the method (De Vos, 2002:352). 
 
This research study employed the following strategies to attain applicability 
(Durrheim, 2006:49; (Babbie & Mouton, 2001:277): 
 
- The researcher in this investigation provided adequate and detailed 
descriptive data to allow parallel findings. The participants were 
required to give in-depth narratives of their experiences, which were 
recorded by means of a voice recorder. 
- Convenience and purposive sampling was employed to select the most 
suitable participants for the investigation. All the participants were 
available, easy to find, and willing to participate and teaching in a 
deprived environment. 
 
• Consistency: 
 
How can one tell if the findings of a specified inquiry would be dependable 
and recur if the inquiry were to be repeated with the same, or comparable 
participants, or in the same or comparable circumstances? 
 
Cohen, Manion and Morrison (2000:120) explain dependability as ‘identifying 
acceptable processes for conducting the inquiry so that the results are 
consistent with the data.’ These results of the study must be accurate and 
consistent, if the findings were to be repeated with the same or comparable 
participants in similar circumstances with similar outcomes (Babbie & Mouton, 
2001:278). De Vos (2002:352) refers to dependability as an approach through 
which the researcher endeavours to give an explanation for altering the 
circumstances in the phenomenon selected for the investigation, in addition to 
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the changes in the design developed by having more insight into the setting. 
Ary et al. (2002:455) state that audit trails can be used to assess how 
decisions were made, and to establish the distinctiveness and accuracy of the 
research. 
 
Consistency in this study was achieved through: 
 
- The fact that the researcher was familiar with the group of participants 
and spent an extended period of time with them, contributed to this 
criterion. This made close observation possible. 
-  Voice recordings and field notes were used as data collection 
measures. The narrative interviews were also coded and recoded by 
an external re-coder, for the sake of triangulation.  
 
• Neutrality: 
 
How can one tell if the findings of a specific inquiry are objective, confirmable 
and decided on only by the participants and the circumstances of the inquiry, 
and not by the prejudices, motivations, standards and viewpoints of the 
inquirer? 
 
According to Gubrium and Holstein (2001:14), confirmability is also known as 
neutrality. The researcher takes on the role of a facilitator during the interview 
process. Neutrality also establishes whether the study’s findings are impartial 
and it refers to how neutral and unbiased the researcher is (De Vos, 
2002:352). 
 
The neutrality and unbiased nature of the research is important. A 
confirmability audit trail would allow another inquirer to follow a track record, 
from the compilation of the raw data to the specified outcomes (Mertens, 
2009:196).  
 
In this study neutrality consisted of: 
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- The researcher in this investigation kept a suitable distance, because 
her role was merely that of a facilitator, yet she was able to establish a 
proper personal relationship with the participants.  
- The researcher also utilised her interpersonal skills purely to 
encourage the communication, without assisting to articulate the 
attitudes, views and information in question  
- Triangulation was also applied, as explained earlier, by way of a 
literature study, and audit trail, and the re-coding procedures. 
 
4.5.7 Ethical Measures 
 
Gray (2009:73) points out that any research that entails data collection, or any 
contact with human beings, requires ethical thoughtfulness. Babbie and Mouton 
(2001:521) state that social research sometimes has an unwanted impact on 
people’s lives. That is why it is so important that they are protected, whether they 
volunteered for the study, or not.  
 
Hartas (2010:119), Gray (2009:70, 75, 85), Gay and Airasian (2003:84,194), Ary et 
al. (2002:438) and Strydom (2002:74) state that the following ethical considerations 
need to be taken into account during scientific research: 
 
• The ground rules should be explained to the participants, and they should be 
informed that they can withdraw at any time during the study without having to 
provide a reason.  
• The voluntary consent of the participants is important, and there should be no 
consequences for not participating. 
• Participants should be informed of the purpose of the research. 
• All the information received, should be considered as private and confidential. 
Should the names of any fellow teachers, other schools, or other people be 
mentioned, they will not be mentioned in the study, but be indicated with an 
empty bracket ( ), or an ‘X’ in place of the name. 
• Clarity is needed about who will have access to the data once it is collected, 
and the participating teachers should be informed of the procedures that will 
be followed when the study is completed. 
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• Ongoing respect for the participants is required at all times. The participants 
should be informed that they can withdraw at any time if they do not feel 
comfortable about carrying on with the interview. 
 
Care was taken to adhere to all the above measures during this investigation. Ethical 
consent was granted to the researcher by the NMMU Research Human Ethics 
Committee to conduct the research. Written consent was also obtained from the 
Department of Education, and from the principals of the schools that participated in 
this study. Each teacher who participated in this inquiry was, furthermore, requested 
to sign a written consent form. They were also informed of the purpose and 
procedures of the study and the procedures that were to be followed. 
 
The same ethical measures applied for the second part of the research, namely the 
quantitative research study, as explained below. 
 
4.6 QUANTITATIVE RESEARCH 
 
When engaging in quantitative research, data collection typically refers to the use of 
numbers (Lichtman, 2013:243; Durrheim, 2006:51). These are mathematical values 
that are used to make statistical claims, illustrating the important discrepancies 
between independent variables (Given, 2008:190). The utilisation of numbers in 
quantitative investigations creates possibilities that the studies can be repeated and 
that the outcomes of inquiries are trustworthy (Gray et al., 2007:42). The reports 
about the research are usually formal, and written in the third person (Denzin & 
Lincoln, 2003:17). 
4.6.1 Hypotheses 
 
A hypothesis is an exploratory statement about the relation between variables 
(Given, 2008:408) and can be seen as a preliminary forecast of what will happen, as 
well as providing direction in the investigation (Creswell, 2003:108; Ary et al., 
2002:98; McMillan& Schumacher, 1993:45). It is also defined as a hypothetical 
assumption of the link between two or more variables. In other words, the statement 
explains the predicted outcomes and suggested solutions to the research problem 
(De Vos, 2002:36; McMillan & Schumacher, 1993:88). Therefore, it is always in an 
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open sentence form, and connects, ‘either generally or specifically, variables to 
variables’ (De Vos, 2002:36). On completion of the research, the hypothesis can be 
accepted, or not (McMillan & Schumacher, 1993:88). 
 
The directional and non-directional forms of hypotheses can be distinguished. A 
directional hypothesis explains the anticipated results of the envisaged relationship 
between the two variables (Creswell, 2009:134). The research hypothesis (H1) is a 
provisional assumption about the relation that one expects to uncover between 
variables, as a consequence of the investigation. However, the research hypothesis 
has to be converted into a statistical or null hypothesis, which can be assessed by 
means of a statistical investigation. If the statistical analysis proofs the null 
hypothesis as incorrect, it means that the null hypothesis cannot be accepted, and 
that the research hypothesis is accepted. The null hypothesis usually asserts the 
opposite of what the research hypothesis states. The trustworthiness of the research 
hypothesis can be evaluated only by stating a null hypothesis (Ho) and by testing the 
likelihood that this null hypothesis is true. It is identified as the null hypothesis, 
because no relationship exists between the variables (Creswell, 2009:134; Ary et al., 
2002:107).  
 
In order to achieve the purpose of this research study, the following hypotheses were 
formulated: 
 
 
 
 
Research hypothesis (H1): 
 
 Teachers working in a deprived environment clearly display positive levels of
 emotional intelligence. 
 
Research hypothesis (Ho): 
 
 Teachers working in a deprived environment clearly display no positive levels 
 of emotional intelligence. 
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4.6.2 Quantitative sampling 
 
It was not practically possible to include all teachers working in a deprived 
environment in the investigation. Therefore, a representative sample of the 
population of teachers had to be compiled, in order for the results to be generalisable 
and valid, allowing deductions and conclusions to be drawn. This was possible only 
by making a random selection of as many as possible teachers in the Walmer 
Gqebera Township. All the teachers that met the set criteria stood an equal chance 
of being included in the sample. 
 
4.6.2.1 Selection criteria 
 
The same selection criteria were applied for the quantitative sample as set for the 
qualitative data collection process (4.5.2.2), namely that all professionally trained, 
experienced, and full-time male and female teachers from the Walmer Gqebera 
Township, who were available, were given the same opportunity to participate in the 
research. 
 
4.6.2.2 Procedures 
 
Permission was requested from the Department of Education and the principals of all 
three participating schools in the Walmer Gqebera Township to involve their 
teachers in the research. The contact teacher at each school for the first part of the 
research, namely the qualitative investigation, was requested to assist the 
researcher in distributing and collecting the consent forms and questionnaires. The 
teachers were informed of the purpose of the research and how the questionnaire 
was to be completed. The teachers were granted three days to complete the 
questionnaire. 
 
4.6.2.3 Description of the sample 
 
The sample comprised 65 respondents. They all came from the Walmer Gqebera 
Township in Port Elizabeth (1.5 of Chapter One: Demarcation of the study) and 
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participation was voluntary. Only teachers from the schools in the township (the two 
primary schools and one high school) were included for the research, because they 
were willing to participate and met all the selection criteria that applied for the 
qualitative research. The composition of the group of respondents for the quantitative 
research is presented in Table 4.1:  
 
Table 4.2: Composition of the group of respondents for the quantitative  
  research 
 
 
 
The sample consisted of a majority of female teachers (86,2%). A large proportion of 
the teachers (53.1%) fell in the 40-49 years old age group. Most of them (57.8%) 
were experienced teachers, who had taught for more than twenty years. The largest 
proportion of the teachers had a Primary Teachers’ Diploma (PTD) (37.5%), while 
quite a few had completed a B.Ed. degree (15,6%).The majority (73.8%) was 
working as Post Level 1 teachers, and were isiXhosa speaking (93.8). 
 
4.6.3 Quantitative data collection 
 
4.6.3.1 Data collection procedures 
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For the purpose of this study, a questionnaire was administered, because it 
assessed specific characteristics of informed individuals (Delport, 2002:166) and 
enabled the researcher to collect the precise data needed to answer the research 
questions (Denscombe, 2003:145). The questionnaire was selected as appropriate 
and used as a follow-up of the exploratory qualitative investigation, in order to find 
statistical correlations, differences and confirmation, or contradiction of the findings 
that emerged. The intention was also to determine frequencies of occurrences 
(Denscombe, 2003:146). 
 
- Section A of the questionnaire covered the required biographical information 
of the respondents, such as gender, age, years of teaching, highest 
qualification, post level, and home language. 
 
- Section B comprised the items of the chosen measuring instrument. 
 
4.6.3.2 Practical considerations in choosing the measuring instrument 
 
The findings of the qualitative part of the research gave clear indications of the 
teachers’ strengths, while coping under difficult circumstances in the deprived 
environment, and resembled the characteristics of emotional intelligence. It was 
therefore decided to statistically assess the teachers’ emotional intelligence, to see if 
a correlation could be found with the earlier findings of the qualitative investigation 
and if the findings could be confirmed, or contradicted. An in-depth study of all the 
available assessment instruments for emotional intelligence (Chapter 2.8: 
Measurement of emotional intelligence) revealed that most of the inventories did not 
meet the demands of this study, because of the following disqualifying factors: 
- Doubt regarding the scientific standard (Conte, 2005:436). 
- Low reliability and consistency (Conte, 2005:235). 
- Reservations about the factor structure (Perez et al., 2005:126). 
- Too complex, and taking too long to complete (Palmer et al., in press:5). 
- Lack of correlation with other EI inventories (Van Rooy & Viswesvaren, 
2009:285). 
- Measuring irrelevant aspects, and leaving out other relevant ones (Perez 
et al., 2005:129). 
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- Weak underlying theory and possibly not as successful in predicting 
academic success as it claims to be (Conte, 2005:434). 
- Overlapping with personality dimensions and other scientific material on 
motivation and leadership (Conte, 2005:343). 
- Portraying the dominant cultural values of the culture it comes from and 
may not have the same outcomes in different cultures (Palmer et al., in 
press:6; Karim, 2010:32). 
- More recent versions of the same inventory ‘do not correlate with older 
versions, making comparisons difficult’ (Lewis et al., 2005, 344). 
- Measuring conformity, instead of ability (Roberts, Zeidner & Matthews, 
2001:206). 
- Giving an indication of intelligence/knowledge of emotions, instead of the 
person’s ability to carry out appropriate behaviour, based on that 
knowledge (Brody, 2004:234).  
- Can only be completed online (Schutte et al., 1998:168), while most of the 
teachers who participated in this research did not have access to 
computers. 
 
Finally, a questionnaire based on Schutte’s The Assessing Emotions Scale, was 
employed for the empirical quantitative data collection. Schutte’s test was selected 
for the following reasons (Palmer, 2007:6): 
 
- It has a strong theoretical basis (based on Salovey and Mayer; and Bar-
On’s conceptual framework). 
- It is not completed on-line on a computer. 
- Its work place face validity and good relatedness with what it is supposed 
to test.  
- It can offer insightful information and can give a clear indication of EI 
competencies (Schutte et al., 1998:169; 176). 
- Its low cost when administered. 
- It is easy to administer to groups and does not take long to complete 
(Gardner, n.d., 10). 
- It is simple to interpret and make comparisons. 
- It has been validated by scientific research. 
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- It has good psychometric assets (Ciarrochi et al., 2001a:1107); 
- It is freely available and one of the most widely and frequently used tests 
in the literature (Gardner, n.d., 9). 
- It is a test with ‘well-established support products and services’ (Palmer, 
2007:6). 
 
In order to counteract the possibility of faking, the test was completed under the 
supervision of the researcher, and participating teachers were not informed of what 
type of testing they would be requested to do prior to the exercise (Palmer, 2007:7). 
They were furthermore asked to answer the items as honestly and openly as 
possible. It needs to be emphasised that the focus was more on a true reflection of 
the teachers’ individual beliefs and self-perception, than on accuracy. 
 
A more detailed and comprehensive description of the Assessing Emotions Scale of 
Schutte is now presented below. 
 
4.6.3.3 Background and development of Schutte’s Self-Report Emotional 
Intelligence Test (SSEIT)  
 
Different titles have been applied in the literature for the ‘The Assessing Emotions 
Scale’ of Schutte, such as the Emotional Intelligence Scale, the Self-Report 
Emotional Intelligence Test, or the Schutte Emotional Intelligence Scale. For the 
sake of this research and further clarity, the term Schutte’s Self-Report Emotional 
Intelligence Test (SSEIT) will further-on apply in this study, when referring to this 
chosen questionnaire. 
The SSEIT was based on a theoretically cohesive and comprehensive model: it was 
mapped on Salovey and Mayer’s (1990) original conceptual framework of emotional 
intelligence (their model has since been amended, but the essential features of 
emotional intelligence planned for their latest model remained the same as those of 
the 1990 model (Schutte et al., 2009:119). The SSEIT was also closely related to 
Bar-On’s EQ-i model of Emotional Intelligence (Schutte et al., 1998:169). Schutte et 
al. (2009:120) realised that an ability model of EI needs to be further elaborated to 
take everyday characteristics related to EI into account, as both models are 
important. For that reason, the authors opted for a broader perspective on EI. 
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The SSEIT, which was developed by Schutte in 1998 (Schutte et al., 2010:770) 
endeavours to measure characteristic, trait emotional intelligence, in daily life 
(Schutte et al., 2010:772). They explain the purpose of the test as ‘assessing the 
extent to which respondents characteristically identify, understand, harness, and 
regulate emotions in themselves and others’ (Schutte et al., 2010:770). Schutte et al. 
(2009:170) explain that although the SSEIT was developed to measure traits, they 
consider both emotional intelligence abilities and traits to be of importance and as 
‘complementary dimensions of adaptive emotional functioning.’ 
 
The SSEIT is a 33-item self-report inventory, with the focal point on normal 
emotional intelligence (Schutte et al., 2009:120). Initially a collection of 62 items was 
compiled to ‘reflect on an adaptive tendency for emotional intelligence’ (Schutte et 
al.,1998:169). Respondents used a 5-point Likert-type scale to rate themselves, in 
terms of which 5 represented ‘strongly agree’, and 1 represented ‘strongly disagree’. 
The authors then refined the items and clarified possible confusions. Subsequently, 
the 62 items were pilot-tested (Schutte et al., 1998:170) in order to analyse the factor 
structure and finalise the test items. Finally, the test was refined to 33 items, focusing 
on typical emotional intelligence. 
 
The SSEIT suggests that emotional intelligence contains ‘appraisal of emotion in the 
self and others, expression of emotion, regulation of emotion in the self and others, 
and utilisation of emotion in solving problems’ (Schutte et al., 2009:119). Activities, 
such as verbal and non-verbal assessments, displaying of emotion and applying 
emotions to inspire as a component of the utlisation of emotion, are all included in 
the SSEIT. The test was developed in English, but has since been translated into 
other languages, such as Hebrew, Polish, Swedish and Turkish (Schutte et al., 
2009:120). The test has been mostly employed among adult respondents, although 
a few cases were also reported of using the test with adolescents (Schutte et al., 
2009:127). When Ciarrochi et al. (2001a:1112) used the test among Australian 
adolescents, they discovered that the scale had good psychometric assets. Other 
researchers who employed the scales with adolescents included the following: 
 
• Charbonneau and Nicol (2002) – Canadian adolescents. 
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• Liau, Liau, Teoh and Liau (2003) – Malaysian adolescents. 
 
Nevertheless, the test measures how participants typically recognise, become aware 
of, control and manage emotions in themselves, and in others. Schutte et al. 
(1998:176) contend that the scale might be aptly used for research purposes. It is 
also suited to help individuals who are inspired to ‘self-reflect’ on facets of their 
emotional execution on the basis of matters such as future career objectives. The 
scale is not suitable for use among people who have a reason to portray themselves 
in a socially pleasing way. The scale must not be used in employment screening 
programmes in which participants may be encouraged to depict themselves in a 
particular positive manner (Schutte et al., 2009:128). 
 
For the purpose of this study, the SSEIT test was employed without any changes. 
Difficulties that were encountered with the completion of the questionnaire were that 
all the teachers were not available during the arranged time. A few teachers did not 
answer all the questions. Some did not complete the questionnaire and promised to  
hand it in later, but never did so. 
 
4.6.3.4 Description of SSEIT 
 
The 33-item SSEIT represents four different categories of emotional intelligence, 
namely optimism/mood regulation; appraisal of emotions; social skills; and utilisation 
of emotion (Gardner, n.d. 9). According to Ciarrochi et al. (2001a:1110) the 
subscales consist of the following items and are founded on the factor analysis: 
• Perception of emotion – consists of 10 items; the following are examples of 
the statements in this subscale: 
‘I find it hard to understand the non-verbal messages of other people’. 
‘I am aware of my emotions as I experience them’. 
• Managing own emotions – consists of 9 items, the following are examples of 
the statements in this subscale: 
‘I motivate myself by imagining a good outcome to tasks I take on’. 
‘I seek out activities that make me happy’. 
• Managing others’ emotions – consists of 8 items; the following are examples 
of the statements in this subscale: 
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‘I arrange events others enjoy’. 
‘I compliment others when they have done something well’. 
• Utilisation of emotion – consists of 4 items; the following is an example of the 
statements in this subscale: 
‘When I feel a change in emotion, I tend to come up with a new idea’. 
 
The scale scores can range from 33 to 165 (Schutte et al., 2009:120; Schutte et al., 
2002:772).  
 
4.6.3.5 Reliability and validity of the SSEIT 
 
Cronbach’s alpha values of between 0.78 and 0.90 were obtained for the four scales 
and the total scale, which gives an indication of internal consistency (Schutte et al., 
1998:171). This has been confirmed by several other investigations, using the 
SSEIT. The mean alpha across samples was 0.87 (Schutte et al., 2009:124). 
 
According to McMillan and Schumacher (1993:227) reliability refer to the 
dependability of assessment, the degree to which the outcomes correspond over 
various types of the same instrument of data collection. Schutte et al. (1998:175), 
report good internal reliability with two different samples. In the test-retest the scores 
remained stable over time with the reliability at 0.78 for total scores (Schutte et al., 
2009:124). Gardner (n.d.:10) asserts that the SSEIT has demonstrated adequate 
levels of reliability with regard to the worldwide EI score, as well as three of the four 
branches of the test. A reliability rating of 0.90 is has been reported by Schutte et al., 
(2009:124). However, the reliability of the utilisation of emotion subscale has been 
found to be low in some previous studies (Ciarrochi, 2001a:1110). 
 
According to Ary et al. (2002:242) validity was historically described as the degree to 
which an instrument assesses what it maintains to assess. The contemporary 
opinion on validity is not based on the instrument itself, but on the understanding and 
significance of the scores that are obtained from the instrument. This ‘evidence 
based in relation to other variables’ may possibly be categorised as “convergent” and 
‘discriminant’ (Ary et al., 2002:242).  
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Even though some empirical studies defend the presence of the four subscales of 
the SSEIT, some researchers have not succeeded in verifying this construct, 
indicating that several other aspects of EI are measured by the test. This places a 
slight question mark on the validity of the test. The consequence is that we cannot 
be sure that the four subscales are really testing the standardised EI aspects every 
time that the test is used (Gardner, n.d.:10).  
 
However, Schutte et al. (1998:175), dispute this fact, by maintaining that the scale 
provided proof of convergent, divergent, predictive and discriminant validity (Schutte 
et al., 2010:773). Petrides and Furnham (2000:318) agree that the inventory has 
‘face validity, as well as some evidence of construct, predictive and discriminant 
validities’. Scores on the scale were connected to eight of the nine assessments that 
were forecasted to be linked to emotional intelligence.  
 
It may therefore be concluded that the SSEIT can be used to obtain a reliable, valid 
assessment of emotional intelligence (Schutte, et al., 1998:176). The means and 
standard deviations acquired on the Schutte’s Self-Report Emotional Intelligence 
Test for several samples of respondents present information on essential trends and 
distributions for various groups. Various other inquiries have provided details on 
means and standard deviations on total scale scores independently for men and 
women. The general outcome was that women generally record a higher score on 
the measure than men (Schutte et al., 2009:122).  
 
4.6.4 Quantitative data analysis 
 
The procedure through which qualitative data is transferred into statistics for 
interpretation is called quantitative data analysis (Babbie, 2007:405). The analysis 
was undertaken by a professional consultant from the NMMU Unit for Statistical 
Consultation, using statistical applications developed in MS-Excel with VBA macros. 
Tables and graphs were produced to summarise the findings, for the sake of 
interpretation and comprehension. 
 
The chosen research design and methodology, as discussed in this chapter, can be 
summarized in Table 4.3: 
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TABLE 4.3: Summary of chosen research design and methodology 
 
 
 
 
 
4.7 CONCLUSION 
 
This chapter provided a theoretical explanation of the chosen research design and a 
description of the method of investigation for this study. An explanation was given of 
the research problem and purpose; the philosophical foundations of the research; 
the mixed methods research paradigm, the qualitative and quantitative research data 
collections and data analyses, as well as measures to ensure the trustworthiness, 
reliability and validity of the research. The ethical measures adhered to during the 
research were also accounted for.  
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A summary of the findings of the qualitative investigation will be presented and 
substantiated against relevant literature in Chapter Five. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
CHAPTER FIVE 
 
REPORT OF QUALITATIVE RESEARCH FINDINGS  
 
5.1 INTRODUCTION 
 
Chapter Two entailed a theoretical perspective on emotional intelligence, covering 
the most important relevant EI theories, to serve as a conceptual framework for the 
study, while Chapter Three offered an overview of the realities and challenges of 
teaching in a deprived environment, and further strengthened the background to the 
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study. In Chapter Four, the philosophical foundation and chosen research design 
were explained, including the mixed methods research paradigm and the research 
methodology employed. 
 
The purpose with this chapter was to give an account of the findings generated by 
means of the teachers’ drawings and narratives done in the qualitative phase of the 
investigation, which aimed at gaining an in-depth understanding of the teachers’ 
experiences in a deprived environment. A descriptive format will be employed to 
discuss these findings, using verbatim quotations of the participating teachers to 
supplement the findings. These findings will also be interpreted, compared, 
contrasted, validated and substantiated against existing theory in the literature. 
 
5.2 OVERALL PICTURE OF FINDINGS 
 
The analysis of the narratives through which the participants gave meaning to their 
drawings of their lived experiences generated significant findings. During this 
process, they were encouraged to share their experiences and the challenges 
confronting them while teaching in a deprived environment, and to articulate their 
thoughts, opinions, hopes and emotions.  
 
A general notion of the data was acquired through reading and understanding the 
transcripts of the narratives. The data analysis performed by means of a scientific 
coding of the transcriptions, continued until several significant themes emerged, as 
explained in the previous chapter. These themes were then grouped into main 
themes, categories and sub-categories, as reflected in this chapter. The exact words 
from the verbatim transcriptions will be used, and the language used by the 
participants will not be edited. The discussion gives an explanation of the 
contemporary challenges that teachers are confronted with, while teaching in a 
deprived environment.  
 
The following three main themes that emerged from the data, present an overall 
picture: 
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THEME 1 Conditions of work in a deprived environment are unfavourable 
and manifest as several hardships and challenges. 
 These challenges are related to learners, parents, promotion, 
resources, and the Government. 
 
THEME 2 Teachers display strong intrinsic characteristics that influence 
their teaching. 
These characteristics include taking responsibility, taking ownership for 
their learners, being accommodating and involved, serving as 
motivational agents, being loving, caring and understanding, being 
positive and innovative, being self-confident and goal-directed, being 
self-fulfilled, persevering, and relying on faith.  
 
THEME 3 Teachers exploit extrinsic factors of support to be conducive to 
their teaching. 
 These factors include the teaching profession, various other people, 
outside knowledge factors, the Government, and leisure activities. 
 
5.3 DIFFERENTIATED DISCUSSION OF FINDINGS 
 
In the current study, the participants were able to speak freely and openly, sharing 
information and insight into their personal lives, home, school, environment, and 
support structures. For the sake of condensing the report of the findings, some 
related aspects have being combined (see Table 5.1 for a summary). 
 
TABLE 5.1: Summary of identified themes, categories and sub-categories 
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5.3.1 THEME 1: Conditions of work in a deprived environment are 
unfavourable and manifest as several hardships and challenges 
 
The participating teachers mentioned that they were confronted with unfavourable 
working conditions, hardships and challenges created by learners; parents; lack of 
opportunities for promotion; lack of resources; and insufficient governmental 
provision in their deprived work environment. They explained the details of these 
aspects, as reflected in the extracts provided in italics under each heading below, 
supported by relevant literature references. 
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5.3.1.1 Learner related challenges 
 
The participating teachers explained that the fact that their learners come from a 
deprived environment created additional challenges for their teaching. The teachers 
elaborated on the types of learners they taught; the learners’ background; how 
unmotivated their learners were; the disciplinary problems that these learners 
caused; and the large numbers of learners that they had to teach. While it is 
acknowledged that the following sub-categories sometimes overlap, they have 
nevertheless been differentiated for the sake of a clearer account. 
 
- Types of learners 
 
Even though learners may come from different communities in a deprived 
environment and may be different in a specific regard, they all share communal 
indicators. The following are common indicators of the type of learners in the 
classroom: learners live in inadequate housing; not having enough food; 
experiencing educational rejection and neglect, lack of parental support; 
uninvolvement and an apathetic attitude among parents, unemployed and non-
existing parents; crime; substance abuse; and low socio-economic status (Pretorius, 
1998:305; Le Roux & Gildenhuys, 1994:28, 29).  
 
It seems clear that teachers who are teaching in deprived environments have to 
cope with various attitudes and behavioural patterns demonstrating by the different 
types of learners in their classes. Learners may be undisciplined and disruptive, 
have social problems or personality problems, are drop-outs, absent from school, 
neglected and untidy, they abuse substances, or come from squatter camps, or live 
on the street (Booyse, 1991:126). This is how one participant in this study 
commented on the types of learners in his class: 
 
“Uhm… the life in the township sometimes is not very good, because you got 
all those types children [sic] that are coming from various backgrounds and 
you have to deal with them in the classroom and teach them as if they are 
your own children. Sometimes some of them, you give them work, they don’t 
do that work, yet when you ask them about the homework that you have given 
to them, they become so funny to you, you have to obey to them [sic] as if 
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there is something that you are going to get from them, not knowing that they 
are the ones that are coming to get these from you.” 
 
- Background of learners 
 
Teachers teaching in deprived environments must cope with learners from various 
backgrounds: One participating teacher mentioned this challenge: “... there are 
socio-economic factors, their social backgrounds ...” Learners from an 
underprivileged background and a low socio-economic status are faced with 
challenges such as poverty, lack of education, unemployment, unskilled job 
opportunities and not many opportunities for the improvement of their current 
circumstances (Jacobus Pretorius, 1998:301). These learners are exposed to 
undesirable circumstances, such as attending schools where the buildings and 
facilities are generally in a poor state and deteriorated, overcrowded classrooms 
(Ladd, 2011:236), and lack of opportunities to reach their full potential (Le Roux & 
Gildenhuys, 1994:28). The teachers struggle to instil a culture of learning among 
their learners and are partly reliant on the parents in his regard (Maluleke, 2013:11).  
 
One of the participants commented about the sacrifices that they had to make, to 
teach the learners in the face of the challenge of a lack of classrooms: “... rural areas 
where there are no classrooms, only the houses that were used, people sacrificed 
their houses to teach the learners.” 
 
Children growing up in the challenging conditions of deprived environments have to 
fend for themselves and are more inclined to be emotionally neglected (Chinkanda, 
1994:180). If their parents have a cold and strict manner and an uncompromising 
nature, their children will observe and mirror these emotional characteristics. It is 
important to understand that a kind and loving attitude develops well-balanced 
children (Prinsloo et al., 1996:260, 261). It is evident that children need parental love 
and guidance. If they do not receive the necessary love and attention from home, 
they will be seeking it from their teachers at school. 
 
The following quotations of the participating teachers indicate that children need 
love, from their parents, as well as from their teachers: 
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 “I know, even if you are coming from an underprivileged home, you need the 
love of your own parents …” 
 
 “… there is a child in need, some of the children are not coping, because they 
don’t get the love [sic] from the parents.” 
 
 “But the children from this environment want love from you, some of them, 
you can see that they don’t get that much love. They want to be part of you, 
always becoming interested with you[sic], because they want love from the 
teacher.” 
 
During the last two decades, vast changes occurred in the social structures of South 
Africa. A number of these changes had a harmful effect on everyday life, education 
and socio-economic development. Social problems result from an extensive increase 
in poverty, a lack of suitable health care and a safe living environment, a collapse in 
family life, and the deterioration of moral values. All of these have played a role in 
the escalation of crime, violence, corruption, drug abuse and the HIV/Aids pandemic 
(Prinsloo, 2005:27).  
 
Teachers are directly affected by the impact of HIV/Aids in the classroom, by 
learners who are either infected, or affected by the disease at home. This means that 
teachers have to deal with learners who are not performing well at school. Recurrent 
absenteeism tends to become the norm, due to illness and regular hospital visits. A 
decline in the morale of learners could be brought about by the suffering and deaths 
of fellow learners and/or family members (Van Vuren, 2004:213).   
 
In its report, the Nelson Mandela Foundation (2005:57) mentioned that caregivers 
indicated that ill health was the most important reason why learners were absent 
from school. In the poor rural areas, people cited HIV/Aids as the main cause of ill-
health. The majority of the teachers participating in this study stated that they were 
not always aware which learners were affected by HIV/AIDS, or who had lost family 
members, due to the stigma surrounding the pandemic. 
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The teachers expressed their concern about these issues as follows: 
 
 “It’s a… a… township with many problems, physical abuse, HIV/AIDS, people 
that are just walking up and down.” 
 
 “... and even others are sick, or the parents who will come and disclose the 
status of the learner in class.” 
 
New urban dwellers largely live in impoverished squatter camps adjacent to the 
bigger cities. These dwellings are inconvenient, can be very depressing to live in, 
lacking as they do the most essential services, such as running water, electricity and 
waste removal. This often leads to illegal dumping and the spread of diseases. 
These makeshift structures or shelters, supposed to be temporary, often become 
long-term housing and are usually overcrowded (De Witt, 2009:309). 
 
Families are sometimes compelled to live in squatter camps, for a number of 
reasons. This means that the children are expected to learn and adjust to new norms 
and values, which they may find challenging to cope with and bring to school with 
them. The children may also be exposed to health risks and diseases, such as 
tuberculosis, due to their unsafe and hazardous living conditions (Bezuidenhout, 
2004d:186).  
 
Some vulnerable children are at risk of an anti-child culture (Le Roux, 2000:79), 
because they live in unfavourable circumstances, with some having to look after 
themselves on the streets. Often, they are hungry and have no food to eat (Van 
Greunen, 1994:81). These children suffer from problems, such as malnourishment 
due to a lack of nutrition, which makes it very tough for them to manage the day-for-
day demands of the school (Bezuidenhout, 2004d:186). 
 
Children from squatter camps are in need of environmental encouragement; for this 
reason, they fail to achieve personal and appropriate capabilities. Therefore, it is 
important that the school and teachers must provide amenities and hope for these 
learners to affirm themselves as capable individuals. If the needs of these learners 
are not met, it could give rise to disobedience, stubbornness and uncertain future 
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prospects (Van Greunen, 1994:95). This was how the participants in this study 
commented on the learners who attended the schools where they were teaching: 
 
 “...most of the learners came from the squatter camp, ehr… which means that 
we are dealing with the… disadvantaged children all the time.” 
 
 “Even with this kind of situation, and some of them they live in very small 
shacks, as a result you can see that for them to do homework, is difficult.” 
 
The physical, sexual or emotional abuse of children is not a new phenomenon, but 
the rate at which it is escalating in South Africa is cause for concern, especially for 
the teachers (Jacobus Pretorius, 1998:362). Such abuse is even more loathsome 
when the perpetrator is a family member, or a caregiver. Child abuse is often 
noticeable in its outcomes. The distinctive consequences of child abuse are low self-
esteem, self-blame, aggressiveness and emotional problems. It is therefore vital that 
teachers take firm steps to care for the children and safeguard them from possible 
abuse (Prinsloo, 2005:34). 
 
 “You find out that the children are abused, sometimes abused by a relative, 
sometimes abused by the people around them, around the house, and the 
children will come to school and you will see that the children are withdrawn, 
or the child is withdrawn rather, so you have to ask, unfortunately.” 
 
The abuse of drugs and alcohol by teenagers is a problem which is also escalating 
at a disturbing rate. What is more upsetting is that the abuse of substances is 
occurring at a younger age – among children as young as eight, or nine years old. 
These youngsters wish to escape from their problems, or demonstrate their 
disappointment with society as a whole. These learners are likely to be emotionally 
reliant, are struggling at school, and are commonly from unstable families (Prinsloo 
et al., 1996:167, 168). 
 
Learners are inclined to believe that their usage of drugs and alcohol will make them 
part of the ‘in-crowd’. Alcohol abuse is usually a social activity that occurs within the 
social groups of their peers (Morojele, 1997:211). According to Frazer (1984), as 
cited in Bezuidenhout (2004:121), there is an extensive understanding that 
substance abuse is linked to peer group pressure. The accessibility and use of 
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substances will result in experimentation with drugs, or enticement by peers or drug 
dealers, all of which contribute to vandalism. 
 
The following quotations indicate how the participants in this study observed 
substance abuse by the learners in their schools, as well as in the surrounding 
deprived communities: 
 
 “The main problem in this community is the alcohol consumption ...” 
 
 “Oh… the old ones, oh… they are so cheeky. Uhm … they are using drugs. 
Even at school we are having that problem: those Grade Sevens, they are 
using alcohol, boys and girls, boys, it’s dagga; and girls, it’s alcohol.” 
 
- Unmotivated learners 
 
When learners from a deprived environment start school, they already have 
impediments in a number of areas, such as language expansion, vocabulary, 
reading abilities, concentration and motivation. These impediments can commonly 
be ascribed to a home environment that is not motivating for the learner (Le Roux & 
Gildenhuys, 1994:47). They often appear to have a don’t-care attitude, have no aim 
in mind regarding their schooling, find it hard to concentrate in class, and do not give 
their co-operation in school-related tasks. A negative attitude to obeying and 
cooperating with the teacher, not wanting to obey rules, barriers to learning and a 
lack of motivation are aspects within the learner that will contribute to his 
unmotivated attitude in school (Van Greunen, 1994:92). 
 
These are some of the comments that the participating teachers made with regard to 
their learners’ unmotivated attitude: 
 
 “... seemingly having no aim of doing anything …” 
 
 “... you find that it is difficult for them to concentrate ...” 
 
 “So… you will find that you don’t get hundred percent cooperation ...” 
 
 “Because you will find the children here do have the talent, but the other 
talents of the child cannot come out, because children don’t care ...”  
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- Disciplinary problems with learners 
 
Misconduct can be described as actions that teachers distinguish as behaviour that 
can jeopardise the learning process in a classroom. Teachers must become skilled 
at working with individual learners who are unruly, hyperactive, or who do not pay 
attention in class. More serious problems are also encountered, such as substance 
abuse (mentioned earlier), bullying, damage to property, transgressions, and theft. 
These are some of the disciplinary problems that teachers have to contend with, not 
unusual in many of our schools (Lemmer, 1998:46). 
 
The parents of children reared in deprived environments have mostly not completed 
their own school careers. This implies that when it comes to discipline and self-
control concerning schoolwork, the parents fail their children, by not being firm 
enough with them. They often do not regard their children’s education as important, 
and they are therefore poor role models in this regard. Their children will have the 
same attitude and not deem their education as important (Jacobus Pretorius, 
1998:306). Their disrespectful conduct (they are cheeky) and lack of discipline are 
giving teacher’s grief, and is frustrating to the teachers: 
 
 “They become cheeky if you ask them about the work that they have do [sic] 
and they did not do it.” 
 
 “Because I can say the discipline at times … and you feel that it’s not doing 
enough you have sometimes [sic], you become tired and you lose hope ...” 
 
“Lack of discipline is also one area that we work very hard [sic].” 
 
 “The most thing [sic] that frustrates me as a teacher and I also mentioned is 
the… is the… lack of discipline in today’s learners. Today, learners are up to 
everything and they are not really willing to… to… listen. They have their 
views, as they are living in the world of democracy today, so that is frustrating 
us every bit [sic] as the teachers, because they do not, they are… are not 
willing to take the orders, as they are from us.”  
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- Large numbers of learners 
 
Overcrowded classes, namely large numbers of learners in the classroom, are not a 
new phenomenon in most South African schools. It is evident that large classes have 
become the norm, even more so in deprived environments (Lemmer, 1998:41). 
According to the Nelson Mandela Foundation (2005:49), learner numbers in classes 
in deprived environments are considerably higher, with unsatisfactory teacher-
learner ratios. Interaction between teachers and learners becomes problematic, 
especially in the lower grades, when they are busy with several activities. Mbabela 
(2013:4) reports that the huge lower grade classes are a great concern for teachers, 
because it means that they cannot pay attention to the basic needs of their learners.  
 
The participating teachers felt that the large classes caused some hindrances for 
them in fulfilling their daily tasks. It is sometimes a struggle for learners to get hold of 
a seat in such large classes (Hoadley, 2013:74). This is how they expressed 
themselves in this regard: 
 
 “So ... and then again, the number of learners, we deal with big numbers, forty 
two, you know.” 
 
 “You have to be patient, and the classes they were overcrowded.” 
 
 “Just that we deal with large numbers ...” 
 
South African teachers will have to accept the physical and emotional negative 
aspects that overcrowded classes hold for both teachers and learners. Due to the 
restrictions in the budget for education, there are no immediate future prospects for 
employing more teachers in order to decrease class sizes. It is therefore imperative 
that teachers acquire the capabilities and obtain the necessary knowledge and 
understanding for teaching effectively in large classes (Lemmer, 1998:41).  
 
5.3.1.2 Parent-related challenges 
 
It is clear that parents also have a profound effect on the educational contact in the 
classroom, through their children. Learners go home and report to their parents what 
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is happening in the classroom, and the parents assess the teachers accordingly. 
Parents’ remarks about teachers play a role in children’s opinions of their teachers, 
and therefore have an effect on occurrences in the classroom (Jacobus Pretorius, 
1998:90). 
 
The teachers participating in this study made it clear that the learners’ parents also 
caused challenges for their teaching in terms of being uninvolved parents, lack of co-
operation with teachers, their unemployed status, absence at school functions and 
programmes, and generally not featuring at all in their children’s scholastic careers. 
(It is once again acknowledged that the following sub-categories are sometimes 
overlapping, but they have nevertheless been differentiated for the sake of a clearer 
account): 
 
- Lack of parental support 
 
The lack of parental support in urban areas in South Africa can be ascribed to the 
fact that parents often work long hours, and that parenting is being left to older 
brothers and sisters, and members of extended families, in deprived environments. 
As a result, parents do not have much time and energy to be concerned about their 
children’s education at home, or at school (Swart & Phasha, 2005:221). These are 
some of the comments that were shared by the participating teachers: 
 
 “Some of their parents don’t come; to me it’s an indication that they don’t 
care. I think … to me …  is [sic] that they don’t care what is going on in their 
children’s lives...” 
 
 “the … lack of parental involvement in the learners’ education and 
development ...” 
 
Kruger and Adams (1998:248) assert that parents who are not interested in their 
children’s education impede their future prospects for learning and advancement. 
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- Uninvolved, ‘don’t care’ parents 
 
A disturbing aspect for participating teachers was the parents’ lack of involvement in 
their children’s scholastic development, since this is generally associated with 
learners who do not perform well at school (Santrock, 2004:78). Kruger and Adams 
(1998:248) point out that parents who are uninvolved and display a ‘don’t care’ 
attitude, contribute to educational deprivation. Their uninvolved, apathetic attitude 
with regard to their children’s education forms the basis for barriers to learning and 
development. The fact that the parents do not want to be involved, could be 
associated with particular child and family attributes, rather than choice. McMillan 
and Turnbull (1983) confirm that it is generally families in the lower income groups, 
with older children and children with disabilities, who are not involved in, and display 
an apathetic attitude towards, their children’s progress at school (Lambie, 2008:467). 
 
 “I don’t know, sometimes the kids don’t get much support outside ...” 
 
 “... we like to involve parents as much as possible. Unfortunately, the lack of 
parent involvement on the parent side, it’s a challenge ... “ 
 
Prinsloo et al. (1996:152) use the term ‘inadequate family’ and assert that this can be 
located in all spheres of the socio-economic and cultural echelons of society; 
however, according to research, it is more widespread in poor, big families. These 
families generally experience a host of practical difficulties. They exist from ‘hand to 
mouth, from day to day’ and therefore they often have little regard for their children’s 
basic needs and requirements (Prinsloo et al., 1996:152). 
 
- Lack of co-operation from parents 
 
One of the reasons why parents do not co-operate with teachers could be that the 
cultural values of the families, and the goals that the parents have set for their 
children, differ from those of the teachers. The normal involvement strategies that 
the schools have in place, may put further barriers between the teachers and 
parents, who may already feel disengaged from the school, for a variety of reasons 
(Nieto & Bode:2008:145).  
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Parents who do not co-operate with teachers cause major problems for a school and 
the situation inevitably has a negative impact on teaching and learning. Such parents 
tend not to attend meetings specifically arranged for them. The letters to parents 
from the teachers inviting them to come to school to fetch their children’s reports and 
to discuss their progress, often remain unheeded (Fenyane, 2013:8). This is how 
one participant expressed his concern about parents’ lack of co-operation with 
regard to their children’s academic progress: 
 
 “I think to me is that they don’t care what is going on in their children’s lives, 
because if they do care, if someone calls you, a teacher for instance, I would 
just jump and go to the school and listen, because I want my child to know, 
because I know what is the best education what I can get [sic] from that 
particular teacher, so there is a lack of co-operation between the teacher and 
the parents.” 
 
The most important struggle for schools is the lack of parental co-operation and 
interest. In a study undertaken by Chisholm and Vally (1996:36), the teachers 
specifically mentioned that they did not receive any assistance or co-operation from 
the parents. 
 
- Lack of co-operation from parents 
 
One of the reasons why parents do not co-operate with teachers could be that the 
cultural values of the families, and the goals that the parents have set for their 
children, differ from those of the teachers. The normal involvement strategies that 
the schools have in place, may put further barriers between the teachers and 
parents, who may already feel disengaged from the school, for a variety of reasons 
(Nieto & Bode:2008:145).  
 
Parents who do not co-operate with teachers cause major problems for a school and 
the situation inevitably has a negative impact on teaching and learning. Such parents 
tend not to attend meetings specifically arranged for them. The letters to parents 
from the teachers inviting them to come to school to fetch their children’s reports and 
to discuss their progress, often remain unheeded (Fenyane, 2013:8). This is how 
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one participant expressed his concern about parents’ lack of co-operation with 
regard to their children’s academic progress: 
 
 “I think to me is [sic] that they don’t care what is going on in their children’s 
lives because if they do care if someone calls you, a teacher for instance, I 
would just jump and go to the school and listen, because I want my child to 
know, because I know what is the best education what I can get from that 
particular teacher, so there is a lack of co-operation between the teacher and 
the parents.” 
 
- Unemployed parents 
 
Unemployment is a widespread phenomenon. Unemployment levels in South Africa 
have reached critical proportions, with little prospect that these levels will decrease, 
Job opportunities are decreasing as a result of the reorganisation of the economy 
and globalisation (Bezuidenhout, 2004:200). The socio-economic environment, in 
which schools are situated, has a significant effect on moral conduct and behaviour 
within these schools.  
 
Numerous learners are confronted with adversities on a daily basis, and they bring 
these challenges with them to school. Fundamental requirements, such as food, 
parental love, care and shelter, are non-existent in their lives. The high levels of 
unemployment and competition over the limited resources in the immediate 
environment of the school contribute to social problems, such as burglaries and the 
vandalism of school buildings, as well as gangsterism and substance abuse among 
learners (Chisholm & Vally, 1996:41). 
 
These are some of the comments that the participating teachers made in this regard: 
 
 “ … but the parents, they don’t work.” 
 
 “There is a lot of poverty and unemployment, and lots of the children here has 
[sic]lost their parents in this school.” 
 
 “I think here is a lot of shebeens, and parents who are just lazing around, who 
are just idle, so they console themselves through liquor, so it becomes a 
problem ...” 
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 “For instance parents are not working here in this community, their children do 
not have clothes, children come to school hungry ...” 
 
 “... there are socio-economic factors, their social backgrounds, unemployment 
...” 
 
Numerous parents in deprived environments are illiterate and tend not to bother 
themselves about their children’s schoolwork. They do not have any plans 
themselves for the future, and they do not have the skills to inspire and encourage 
their children to set and realise their goals (Elliott et al., 2000:129) 
 
 “You will find that we are struggling sometimes, because you will notice that 
most of our learners come from these disadvantaged background [sic], where 
some of their parents are illiterate ...” 
 
 “... some parents are very illiterate and then, ehr…, ehr…, the learner will say: 
My mum don’t know how to do this ...” 
 
Many South Africans are not educated or trained for a specific job, and therefore 
they float around and are idle (Cheru, 2001:514). As a result of the lack of 
appropriate education and training, the production levels of workers are very low, 
which has a negative effect on national competitiveness (Bezuidenhout, 2004e:200). 
 
- Absent/Non-existing parents 
 
If the parent is absent or non-existing for the greater part of a child’s life, the child will 
not receive the necessary affection and attention from his parents. It means that 
there is no attempt from the parents to take charge of the child’s behaviour (De Witt, 
2009:251). 
 
If the parent is absent, there is nobody to assist with the child’s homework. Life is 
very difficult for such children, who have to fend for themselves and have to remain 
focused in order to be productive after school. They are left with various fears and 
frustrations, such as boredom and loneliness, when they are entirely on their own at 
home, and it may take priority over their objectives to be productive. An additional 
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disadvantage is that children of absent parents are more at risk of peer group 
pressure and engaging in unsociable behaviour (Swart-Kruger, 1994:212, 215, 219). 
 
This is how one of the participating teachers responded: 
 
 “My experiences in this deprived environment are bad, because you will find 
that the children are at home, they are staying away. The parents are not 
there for them.”  
 
5.3.1.3 Frustrations around promotional opportunities 
 
The participating teachers articulated dissatisfaction with promotional opportunities 
at work. They shared that they were despondent at the slow implementation of the 
redeployment process. The viewpoint of the Department of Education is that excess 
teachers need to be moved to where their services are needed most, because the 
surplus teachers are putting unnecessary demands on the Department’s budget. 
That is the reason why teachers are not placed in promotional posts (Mbabela, 
2013:6).  
 
This is how a participant voiced his opinion about this matter: 
 
 “In fact, since there was redeployment, its… uhm… its… 10% of pos [sic], of 
Post Level 2 teachers that are employed, because they also have teachers 
that are in excess. If there is an HOD post, they will take one from excess 
from the other school and put them, and put those teachers there. So we don’t 
have any chance to apply, you see, you don’t have any chance to apply.” 
 
5.3.1.4 Lack of resources 
 
Govender and Bornman (2013:4) and Harley and Wedekind (2004:207) have 
commented that it is predominantly the traditionally disadvantaged South African 
schools that suffer from a lack of resources. A persistent problem in the South 
African Education Department is the distribution and delivery of learning materials. 
Neuman (2009:20) contends that a shortage of funds is responsible for the failure to 
provide educational resources, such as text-books, computers and other support 
material, to help learners develop and improve their reading and vocabulary.  
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Regarding inequalities at Eastern Cape schools, Lemon (2004:270) has indentified 
conditions of deprivation and severe neglect as characterising the environment in 
which most of the children are being educated. He states that, since 1997, the 
Eastern Cape Department of Education (ECDoE) has failed to supply a particular 
school with any text-books. 
 
The participating teachers elaborated on the lack of resources, with specific 
reference to books, libraries, and educational equipment. This is how the 
participating teachers voiced their concerns about the lack of resources at schools: 
 
 “There are always no books, nothing of the books are there [sic], they are few, 
if not, they are not enough… “ 
 
 “... it’s not they offer [sic] us some resources, they don’t offer many resources. 
They only offer text-books, not always, and they are saving for the text-
books.” 
 
 ”Uhm… our school did not have enough equipment ... for me to execute my 
duties as I would have loved ...” 
 
 “You don’t have enough. Sometimes you… you… have to go and photocopy 
some of the important stuff that you need from the library, because from these 
photocopier [sic] here, it’s just too much sometimes, it just breaks you, 
because you have so many learners in the school and everybody wants 
copies and stuff like that.” 
 
 “… no library, so the children can’t go to[sic], so this is something they don’t 
have. Secondly, we don’t have tools trying to help the child, so that is another 
thing.” 
 
It is difficult for teachers to focus exclusively on teaching and learning, because 
schools with inadequate resources have not much to offer in this regard (Adler, 
Reed, Lelliott & Setati, 2002:54).  
 
5.3.1.5 Insufficient government provision 
 
Research has drawn attention to the weaknesses of the Eastern Cape Department 
of Education (ECDoE), such as a sluggish approach to internal communications and 
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a lack of transparency regarding the procedures that need to be followed (Lemon, 
2004:288).  
 
According to Modisaotile (2012:1), the education system continues to be 
characterised by an unfortunate state of circumstances. While the Education budget 
has doubled over the past five years, the system has not succeeded in enhancing 
the level of teaching. This was how the participating teachers expressed their plight 
with regard to the provision of support, including psychological services, to help them 
cope: 
 
 “But now I feel I’m tired, because of this government, oh… Aah…” 
 
 “I think the Government, they are not working together, uhm…”  
 
 “Ehr… something that is about [sic], if we can get ehr… more resources from 
the Department of Education. We are struggling here”. 
 
 “If the Government could change that at least it will be, because there are 
most of the children in my class [sic] they are not coping and if you can use 
psychology. It makes you fill the form [sic] it will take years before they are out 
of this school.” 
 
5.3.2 THEME 2: Teachers display strong intrinsic characteristics that 
influence their teaching 
 
The participating teachers’ expressed strong characteristics that influenced their 
teaching. They remarked on the following aspects: taking ownership for learners and 
taking responsibility; being accommodating and involved; trying to motivate their 
learners; loving, caring for, and understanding them; a positive attitude and 
innovative approach; self-actualisation, self-confidence and goal-directedness; being 
self-fulfilled; relying on their faith: and perseverance, as sources of inspiration that 
shaped and underpinned their approach to teaching. Each participant had his own 
personal philosophy on how to remain inspired and motivated, often drawing from 
own personal experiences. The participants’ very words are reflected in italics under 
each heading below, supported by relevant literature references. (Once again, the 
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following categories and sub-categories sometimes have common ground, but have 
nevertheless been distinguished for the sake of a clearer representation): 
 
5.3.2.1 Taking ownership of learners and taking responsibility 
 
Teachers have an obligation to take ownership for their learners, while they are in 
their care. Learners are persons with physical, emotional, social, and cognitive 
characteristics, and are spiritual beings. The consequence of this fundamental fact 
for education is that a learner is not ‘something’ with abilities or ‘functions’ that can 
be taught independently. The participating teachers agreed that learners must be 
approached as holistic beings and taught as such (De Witt, 2009:45). This is how 
participating teachers expressed their views on fulfilling their responsibilities as 
teachers: 
 
 “... we are here to develop these kids holistically ...” 
 
 “So we are sitting with such learners and as a team we had to put them 
somewhere, because it is our duty.” 
 
The participating teachers explained that they had reflected long and hard about 
their role at school. In certain circumstances, where their learners were still very 
young and still reliant on adults, the teachers took ownership of the learners, 
standing in as substitute parents. In other words, the teacher stands in as in loco 
parentis, understanding the child’s needs and accepting the parental role at school 
(De Witt, 2009:213; Vogt, 2002:252).  
 
Teachers do not generally behave in a conscious manner, they sometimes simply 
rely on impulse, or do what they perceive should be done, often enhanced by past 
educational encounters, or their experiences as learners (Prinsloo et al., 1996:7). 
They see their task as being more than teachers to the learners, having an extra role 
(“wearing another cap”), namely that of parents, giving learners extra emotional 
support and teaching them about appropriate behaviour and values in life. One 
teacher expressed himself as follows in this regard:  
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 “I… I’m treating them as if they are my own children.” 
 
Some of the participants indicated that they also had the responsibility of their own 
families. They were in the teaching profession so that they could provide for them, 
buying food and having money for their own children. This is how two participants 
responded to this issue: 
 
 “... it puts food on the table for my children.” 
 
 “I… said to myself. if I want my mother to stop struggling, I must … I must 
study  further... “ 
 
5.3.2.2 Teachers are accommodating and involved 
 
Teachers have to be accommodating, inviting and approachable towards learners 
who experience specific needs, due to their deprived environment, especially those 
who are just starting school, are new at the school, or are facing more strenuous 
hardships, or disappointments. That is why teachers have to be considerate, 
sympathetic, kind and welcoming towards these children (Prinsloo et al., 1996:47).  
 
Teachers to whom learners are easily drawn and with whom they can easily form a 
relationship, can be characterised as approachable and inviting. Such teachers show 
an interest in each individual learner’s circumstances, creating a relationship that is 
based on trust and respect. They focus on the learners, meet each learner at the 
learner’s level, see him as a human being, let him feel at home, and feel comfortable 
to trust and talk to his teacher. Such teachers demonstrate their friendliness with a 
smile and show interest in their learners by enquiring about their personal life, their 
home situation, and what is happening on the playground. Learners have the 
confidence to approach such teachers and engage in conversation with them (Vogt, 
2002:258). This is how some of the participants responded in this regard: 
 
 “I want them to trust me, build that relationship, be that it is [sic] easy for him, 
or her to open up and tell me what is happening.” 
 
 “I… I… make it easy for them to come to me.” 
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Over and above the teaching that takes place in the classroom, teachers’ 
involvement in the life of the child can also form part of the extracurricular activities 
of the school programme. Teachers who have been trained in certain disciplines, 
such as drama, music, art or sport get the opportunity to coach the learner, or teach 
them to sing, or play an instrument, if it is music.  
 
 “I’m a teacher in class, but I am also involved in extra-curricular, other outside 
activities, such as athletics, I do athletics at school and I have my team of 
cross-country [sic].” 
 
 “... I am getting a chance to influence many young people positively.” 
 
Teachers’ further involvement in community projects can be seen as an asset to the 
school. They can assist the community in their projects and in such a manner gain 
the trust of the community (Prinsloo et al., 1996:59). The following quotation from a 
participating teacher touched on his involvement in the school programme: “... 
projects ... to change life in the township, influence lives”. 
 
5.3.2.3 Teachers are motivating agents 
 
It is important that teachers must have an understanding of human behaviour in 
order to be able to motivate their learners. The purpose behind the behaviour is 
grasped, teachers can potentially have some bearing on this behaviour in the course 
of attaining the educational aims. In motivating the learners, it is important that 
teachers understand that no two learners are alike, and that their requirements, 
hopes and objectives will therefore be different (Fanie Pretorius, 1998:58). 
 
Effective teaching motivates learners to work in groups, creates awareness and a 
passion for learning. Accomplished teachers know the importance of motivating 
learners and therefore apply it in their daily teaching. This means that the learners 
should enjoy their day at school (De Witt, 2009:217).  
 
The participating teachers were prepared to encourage, even beg, learners to help 
them make good progress and improve themselves in school. They acted as 
 224 
 
rolemodels to influence their learners towards future success. This is how the 
participants responded on how they motivated the learners: 
 
 “I am getting a chance to be a role model for those young people.” 
 
 “I feel motivated ... light-hearted.” 
 
 “I don’t know, sometimes the kids don’t get much support outside, but as 
teachers we must motivate them ...” 
 
 “I wanted to motivate other learners to be like me, because our teachers were 
very passionate about us.” 
 
 “So even with my current learners, I also always make an example with that 
one [sic], because I always tell them he is from XXX, so he is from the same 
environment that you come from. It is almost similar, it is almost the same 
environment. So I always tell them not to give up.” 
 
 “What happened to me, can happen to them.” 
 
 “The eagerness of your learners are [sic] ... that’s what ... keeps me going ...” 
 
5.3.2.4 Teachers are loving, caring and understanding 
 
A loving and caring environment is a fundamental prerequisite for a child’s optimal 
growth and development. This belief system is relevant, appeals to the intellectual 
and social fields, and is extensively acknowledged and used by teachers. Children 
who are nurtured in loving and caring circumstances “gain competence, that is, they 
become able to master situations of greater and greater complexity” (Hayes, Ryan & 
Zseller, 1994:3). 
 
Many teachers regard caring as an essential, fundamental requirement for the 
teaching profession. To be a caring teacher, means dedication and commitment to 
their teaching. Teachers should care in such a manner that it epitomises an all-
encompassing professional philosophy (Vogt, 2002:258). Caring teachers will always 
attach importance to their relationships with their learners, through supporting and 
encouraging learners’ efforts and abilities. Teachers must be aware that learning is 
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much more likely to take place when positive, supportive comments exceed negative 
comments (Lumpkin, 2007:159).  
 
The participating teachers were of the opinion that teachers should show their love 
and care by trying to help those learners in need, e.g. with clothes (from their own 
pockets), as well as academic (“to catch up”) and emotional support (“find out what 
the problem is”).  
 
The participants responded as follows: 
 
 “You are a class teacher, but at the same time, you are wearing another cap, 
because you must be concerned about their welfare as well.” 
 
 “The plants are the kids. I am inspiring them with knowledge. Changing 
their… their… feelings, because some of them come to school with different 
problems too. I help them to be free to say whatever they want to say. Ja [sic] 
… I can help them nurturing that something that can help them if there is a 
problem.” 
 
Hamachek (1990:428) asserts that teachers cannot make any progress in 
understanding other individuals, or assisting others in understanding themselves, 
unless they first attempt to understand themselves. Mutual understanding is a very 
important concept between a teacher and a learner, if they want to have a flourishing 
relationship. It is required from teachers to have a comprehensive understanding of 
the learners, especially regarding their circumstances and cultural backgrounds. A 
good teacher will understand his learners’ needs, pay attention to it and act 
accordingly, if necessary (Prinsloo et al., 1996:53). This is what the participants had 
to say:  
 
 “I understand the situations that we, that I, am going through. I understand 
that at the end, they are still children; I have to treat them as children ...” 
 
 “I can identify with their struggles.” 
 
 “You know what to do, because you understand.” 
 
The participating teachers expressed their intrinsic love for teaching, their learners, 
community service, and their country, as highlighted below:  
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- Love for teaching 
 
An atmosphere conducive to learning cannot be disconnected from an atmosphere 
in which some core elements for teaching are essential, such as ‘care, concern and 
love’ (Wink & Wink, 2004:8). Love forms the focal point of excellent teaching, 
because it is founded on high norms and values, as well as strict requirements, and 
involves a passion for the profession and a high regard for the learners, their 
identities and their families.  
 
The teacher must believe that teaching is an important career through which he can 
acquire satisfaction, pleasure and enjoyment, and through which he can make an 
important contribution to the lives of learners. A prerequisite should be that the 
teacher must be capable and knowledgeable, and handle teaching with love and 
respect. Such love would at all times be closely associated with consideration, 
gratitude and respect for the worthiness of the profession, and all people concerned 
(De Witt, 2009:214). This is how two of the participants expressed their love for 
teaching:  
 
 “What keeps me going, is the love for ..., for the teaching ...”  
“... yes, I love teaching.” 
 
 “This is what I came here for on this earth.” 
 
- Love for children 
 
It is important that teachers be fond of children, and have a heart to work with them. 
Teachers should be familiar with the children’s needs and desire to nurture and 
inspire them with love, respect and zeal. Love for children is at all times in 
association with an awareness of, and thankfulness and regard for, an individual’s 
self-esteem (De Witt, 2009:214). One of the participating teachers expressed the 
hope to be a light for the learners. Others expressed their love as follows: 
 
 “... I’m a… a… Grade One teacher and I love those little ones.” 
 
 “... the love for ... the ... love for the children.” 
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 “It’s the love of the children, I love the children. I started teaching even before 
I was a qualified teacher, because I used to call every child in my area after 
school to come to my place and I… I tried to have afternoon classes with 
them, more especially reading.” 
 
 “So, I have a passion for children ...” 
 
- Community service 
 
To be able to meet the educational, growth and improvement needs of the 
community, a strong working relationship between the community and the school is 
crucial. That implies the teachers’ involvement in the community and the provision of 
basic community service to all citizens (Le Roux & Gildenhuys, 1994:73).  
 
Schools are also used for an assortment of gatherings, other than schooling. School 
buildings are used for meetings, as polling stations for elections, ABET classes, 
public health courses, as well as for private functions. The following was mentioned 
as an impediment to the use of community services: accessibility of community 
education and training programmes; and inadequate facilities and infrastructure 
(Nelson Mandela Foundation, 2005:72).   
 
The participating teachers were often involved in community service, because of 
their concern for, and desire to uplift the community. The following quotes shared by 
the participants expressed their views on serving their communities. 
 
 “The salary is not there ... so it means that you really want to serve, to be of 
service to the community.” 
 
 “We have to act at whatever, but be [sic] the effort to provide for all their 
needs ... “ 
 “... I wanted to help others, so I’m here ...” 
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- Love for the country 
 
One participant explained that he had chosen teaching as a career, because he was 
passionate about teaching and the country, and he wanted to assist in educating the 
learners, so that they would become esteemed and respected citizens of the country:  
 
 “The reason why I chose teaching as a career is that I love my country, that’s 
why I decided to teach.” 
 
5.3.2.5 Teachers display a positive attitude 
 
Mwamwenda (2004:389) emphasises the significance of a positive attitude among 
teachers, to both teaching and the learners that they are teaching. They should have 
high expectations for their learners’ accomplishments and do everything in their 
power to support them to reach those expectations.  
 
The extent to which learners’ positive self-concepts is enhanced, depends largely on 
teacher’s understanding of themselves and their learners. This understanding will 
influence the teachers’ actions, which will have an impact on their learners’ 
accomplishments. The learners are watching their teachers in the classroom, 
observing the attitude that they demonstrate,, as well as the atmosphere that they 
create (Jacobus Pretorius, 1998:157). It is imperative that teachers demonstrate 
warmth, empathy and a caring and positive attitude towards their learners 
(Mwamwenda, 2004:389).  
 
With regard to the teaching profession, the participating teachers articulated their 
happiness and energy, appreciated and focus on what they had, instead of wishing 
for more; they were eager to explore new curriculums, without feeling discouraged; 
and were intent on seeking the positive in each negative situation. They also 
communicated a positive attitude with reference to their learners. They tried to act as 
positive examples for their learners, exposing them to positive influences and 
teaching them lessons for life. Some of the participants shared their views on having 
a positive attitude as follows: 
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 “I surround myself with positive people.” 
 
 “Every cloud has a silver lining.” 
 
 “… Also to be a person that they can look at in order for them to lead their 
lives in a positive way.” 
 
 “So you feel that you could take them to a camp to help them and expose 
them to positive influences.”  
 
 “... I am getting a chance to influence many young people positively.” 
 
5.3.2.6 Teachers are innovative 
 
It is important to keep in mind that good teachers are always innovative, flexible and 
adjustable. All learners are not the same and will not respond in the same manner to 
any specific teaching style. Competent teachers are those that we sometimes refer 
to as ‘total’ teachers (Hamachek, 1990:417). They appear to be what they chose to 
be and to meet the requirements of a specific immediate moment. It means that 
these teachers can improvise, as necessary, to meet their particular objectives 
(Hamachek, 1990:417). 
 
The participating teachers were prepared to use natural teaching aids or other 
means, such as drama, to complement their teaching. They did not want to waste 
time waiting for learning materials, so they often collect these from other schools. 
They also bought teaching material, or made copies in a library. When they were 
unfamiliar with a subject, they undertook further research, or studied further. They 
were also prepared to incorporate other skilful people to enhance their teaching. 
Where their learners were struggling, they would introduce revision to stabilise the 
learners’ foundation and would also try something new, such as other means. They 
arranged projects such as excursions and camps to address the needs of their 
learners. 
 
 “ I do improvise through those challenges... “ 
 
 “ ... you don’t have it, you improvise.” 
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“In fact, we were taught by our principals to improvise so that… that was what 
made us to be [sic] best teachers, because you didn’t have anything, you 
used the things in schools even the… rural areas, where there are no 
classrooms, only the houses that were used, people sacrificed their houses to 
teach the learners. So from there one has to collect each and everything. 
The… the bottle tops and the… the… stones, so that the kids could be able to 
count. So those are the things that make us to be the best teachers.” 
 
“... I also buy some new materials out of my pocket, so that we can get going.” 
 
“A teacher is a person that manipulate [sic] his environment.” 
 
5.3.2.7 Teachers are self-actualised, self-confident and goal directed 
 
Self-actualisation and self-confidence alludes to taking action in a certain direction, 
or arriving at a point of execution. Self-actualisation means that a person must make 
an intentional attempt to bring to ‘fruition’ the hidden positive potential of his separate 
and conscious existence (De Witt, 2009:42). It is every individual’s life aim and basic 
psychological requirement to experience personal growth and to reach his full 
potential. If an individual does everything the best he can, self-actualisation is 
accomplished. 
 
Committed teachers have a continuing self-belief that they can have a significant 
influence on the education and successes of their learners: “efficacy and agency 
through who they are (their identity), what they know (knowledge, strategies, skills) 
and how they teach (their beliefs, attitudes, personal and professional values 
embedded in and expressed through their behaviours in practice settings)” (Day, 
2008:254).  
 
Self-belief functions as intrinsic motivation to achieve a goal, and as soon as the aim 
has been attained, by means of personality growth and an execution of skills, the 
individual is achieving self-fulfilment and satisfaction as a person. To assist learners 
in reaching their full potential, teachers must assist them in gaining self-knowledge 
about their abilities and skills, by establishing possibilities and directing them towards 
personal growth (Jacobus Pretorius, 1998:216).  
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The participating teachers shared their varying perceptions of their own self-belief 
and setting goals for themselves. 
 
 “I have always wanted to be a teacher ... I am living my dream”. 
 
 “I do all I can: I want to do the best I can.” 
 
 “I am one of the luckiest people.” 
 
 “God put me here for a purpose.” 
 
 “Teaching is a calling… it’s a calling.” 
 
 “Its uhm… uhm… uhm… its specifically developing learners, uhm… 
developing learners in every way”. 
 
With regard to teacher satisfaction, research has confirmed that teachers’ most 
valuable awards are obtained through the learners in their classes (Hargreaves, 
2000:817). 
 
5.3.2.8 Teachers are proud and self-fulfilled 
 
The participating teachers shared that they obtained internal pleasure from the 
accomplishments of their learners. Various proud and satisfied teachers had been 
inspired by the successful achievements of their past learners and they expressed 
appreciation that some learners had come back to thank them for the positive roles 
that they had played in their lives. The teachers also communicated positive 
emotions and a feeling of self-fulfilment when they could assist and change the lives 
of struggling learners for the better. (Hargreaves, 2000:818). This is how some of the 
participants expressed themselves with regard to the successes of their past 
learners: 
 
 “... some-one successful who is coming from my hands [sic]. So I have 
touched lives”. 
 
 “ ... learners are the fruit ... I have touched their lives.” 
 
 “Their development, from self-doubt to smiling, is inspiring.” 
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 “Only this morning I… I… went to see a social worker, Ms XXX. She is a 
former pupil of mine, who handles a case that I brought to their office, and that 
makes me so comfortable that this is a person that was just a humble, simple, 
motivated, pleasant young girl then, but now she towers over me at her office 
and she handles me so beautifully, and that makes me so proud.” 
 
”I’m … I’m… proud, because this one is the manager of his own business and 
they are driving smart cars, and this one is a, she is my product, and this one 
is holding a senior position somewhere.” 
 
“Yes, I… I feel I contributed to the building of the nation.” 
 
5.3.2.9 Teachers rely on their faith 
 
Wink and Wink (2004:134) maintain that ‘teachers with soul bring spirit to the 
classroom’. They claim that the spirit is the focal point in a person’s life, occupation, 
education and love. Therefore, they approve of its presence in the classroom. Smidt 
(2006:77) contends that spirituality can be perceived in our daily lives as a network 
of shared meaning; when we connect with certain groups, we feel a sense of 
acceptance in the group. Spirituality in education is established on a reciprocally 
active and joint connection that investigates reality. A classroom and a curriculum 
that is pervaded by spirit and soul is an energetic space that is continually in a mode 
of transformation (Wink and Wink, 2004:135).  
 
According to Cottom (1996:54), the following four common notions, namely, 
“compassion, responsibility, cooperation and goodwill”, form the core values of 
spirituality and religion. In schools, spirituality in education involves a distinctive and 
refined nuance for each individual, which includes their specific religion. Two 
individuals may hold an entirely different opinion of spirituality and religion. 
 
What people usually deem as faith can be perceived as a fundamental requirement 
in an individual’s way of life. Many people seek a close connection with God, 
believing that peace of mind is not likely without this basic realisation. People involve 
themselves in all spheres of religion to search for and to become knowledgeable 
about the significance of life. Religion supports people and allows them to be at 
peace with themselves (De Witt, 2009:205).  
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They find comfort in prayer and follow the example of Jesus, one participant 
commented. The following quotes further demonstrate how some of the participating 
teachers perceived their spiritual lives. 
 
 “It was only then that I realised, really, God put me here for a purpose ...” 
 
 “Teaching today need [sic] you on your knees ...” 
 
 “I can do all things through Christ.” 
 
 “The support system that we got at school are God [sic].I think to God [sic] we 
are praying that all must be well at school ...” 
 
5.3.2.10 Teachers can persevere 
 
Several teachers explained how their perseverance had assisted them in achieving 
their goals in life. One of the participants shared that she initially could not get a 
proper teaching post and then decided to volunteer her services, moving through the 
ranks at the school, until she was appointed in a permanent position. 
 
 “Then I decided to volunteer my services in the school, instead of sitting in the 
township and doing nothing. I decided to volunteer my services at school.” 
 
Another participant described that as a teenager, she wanted to study further, but 
that there was no money to further her studies. She decided to get a job, and the 
only job that she could get, was that of domestic worker. She told herself that she 
was not going to be a domestic worker for the rest of her life, like her mother. She 
had dreams of creating a career for herself. While she was working, she saved 
enough money to be able to go to college and become a teacher. This is what she 
had to say: 
 
 “I must [sic] study further, you know, but there were no funds, I couldn’t get 
bursaries, I couldn’t get work, because I wanted to work, but instead I just got 
work as a domestic, but I did not want to end up as my mother, as a domestic, 
but I found work, I worked, worked first as a domestic worker ... “ 
 
“I started untrained ... working in a chain shop.” 
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“I worked night shifts as cleaner and saved money.” 
 
Various pastimes, principles and successes contribute to people’s intrinsic and 
extrinsic motivation that in turn executes an influence on their careers, education or 
leisure activities. Teachers therefore have the abilities to impact on learners’ way of 
thinking, certain components of their lives, and assist them in setting goals for 
themselves, and developing their self-esteem (Mwamwenda (2004:235). Some of 
the personal motivating outside factors that the participants mentioned that they 
employed for support in their teaching careers, are examined under Theme 3 below. 
 
5.3.3 THEME 3: Teachers exploit positive extrinsic factors of support 
 
The participating teachers made specific mention of a number of extrinsic factors 
that were supporting them in their teaching, such as the benefits they enjoyed in their 
profession; and the influence of other people, such as colleagues, learners, parents, 
their own families, friends and significant other people who had played a part in them 
persevering as teachers in a deprived environment. They expanded on these facets 
in their lives, as reflected in the extracts using the words in italics under each 
heading below, supported by relevant literature references: 
 
5.3.3.1 Teaching profession 
 
Some of the participating teachers commented about the value of job security, 
explaining that they were very happy about their jobs, with reference to the huge 
unemployment rate in South Africa. Some acknowledged that many people were 
without work and were struggling to find employment. They regarded teaching as a 
profession that offered many benefits, such as a regular income, pension fund, 
medical aid, funeral cover, some free afternoons, and holidays, as well as promotion 
in some cases. One participant observed that he could send his child to university to 
further his studies while he (the father) was in the teaching profession.  
 
Here are some of the comments from the participants: 
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 “There are many people who can’t find jobs, but I am very much fortunate to… 
to… to find [sic] a job for myself and my family.” 
 
 “... the… the… jobs are scarce ...” 
 
 “... the benefits of the teaching and other things that makes [sic] me to stay 
here ...” 
 
 “Ja [sic] … as I said, my kids, one of my kids are [sic] there at XXX University 
and she is doing her B.Techin auditing. So, what I am telling you, is that the 
money that I got, took that child to XXX”. 
 
5.3.3.2 People 
 
The participating teachers acknowledged the enormous contribution that different 
people had made in their lives as teachers. They referred to their colleagues, 
learners, parents, family members, friends, and other significant people. Without 
their support, they would not have been able to persist in their teaching careers. 
 
- Colleagues 
 
Teachers spend a considerable amount of time at school and have a lot of contact 
with their colleagues during the school day. It is therefore expected that they will 
disclose and share plenty of themselves with their colleagues, contributing to a 
pleasant and peaceful atmosphere, which is beneficial for all the staff members at 
school (Prinsloo et al., 1996:56).  
 
Collegial support refers to backing shared by colleagues, through which teachers 
become inspired. It could entail conversations with colleagues, team work, 
classroom visits arranged by the Head of Department, or amongst colleagues 
themselves. Teachers also exchange ideas or give their opinions after class visits. 
Peer support can come from fellow teachers (Mda, 1998:80; 84), including Heads of 
Departments and the principal at the school, but teachers can also work together 
with colleagues from other schools, to accomplish professional goals (Mda, 
1998:87). This was how they viewed their colleagues at school: 
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 ”When you get to the staff-room, it is much better [sic], because you laugh 
with your colleagues and makes life very much easy [sic] in that way for you.” 
 
 “The Grade 5 teacher inspired me.” 
 
 “I… I… started to enjoy the teaching after ten years, because after 
development from other educators, from the principals ...” 
 
 “Speaking to other teachers from different schools you realize that, ja, [sic] my 
situation is not as bad as yours.” 
 
 “The principal motivates us …” 
 
- Learners and parents 
 
A close relationship should exist between the home and the school, to develop social 
relations, and to address a potential lack of understanding and distrust from the 
parents (Prinsloo et al., 1996:152). Participants who grew up in the community and 
still lives there, knew the background and circumstances of the learners and their 
parents and could identify with the challenges that they were facing on a daily basis. 
This is how they responded: 
 
 “Then I said yes, I know the child, I know their home, is so and so [sic], his 
family, know his parents.” 
 
“The eagerness of the learners keeps me going.” 
 
 “So in that way you learn how to deal with each, with each and every person 
and also, you build the relationship with the learners that, that you teach and 
their parents, as well.” 
 
- Family: husband, own children, siblings, grandparents 
 
The essential purpose of families in society is to make sure that the education and 
socialisation of the child is in agreement with the norms to which most people 
conform in society. The focal point of the continuation as the family unit of society is 
certainly established in the reality that family members live together and satisfy each 
other’s wishes and desires. The family can be considered as an entity in which family 
members can develop, to feel happy and experience a sense of belongingness 
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(Jacobus Pretorius, 1998:39). The following quotations from the participants reflect 
how they viewed the importance and valued the support they received from their 
family members: 
 
 “So I can say my family, I get support from my family. They keep me going .,, 
to… to… to… be strong, you know.” 
 
 “Oh…and my family, and my family, they really mean a lot.” 
 
 “... I’ve got friends whom I’m sharing [sic], and my family.” 
 
 “I do have a support system, my family support me ...” 
 
Some of the participants shared that they had a warm, loving and intimate 
relationship with their husbands, who were an inspiration to them and assisted them 
in fulfilling their tasks as teachers. This was how they responded: 
 
 “... my husband help [sic] me a lot ...” 
 
 “... and my husband, and so they are the ones who makes [sic] me happy.” 
 
 “... kids’ father, who is a EDO, so he is one person who is behind me all the 
time.” 
 
The mother is usually the one who takes care of the needs of the children, while the 
father is seen as the provider and protector of the family. The fact that the needs of 
the child have been taken care of and that he is in a secure family presents him with 
the personal realisation that he is able to grow and investigate the world from a safe 
environment (Jacobus Pretorius, 1998:44). The participants also valued the support 
they received from their own children: 
 
 “... I’ve got my children, they are the ones who makes [sic] me happy.” 
 
 “.. I got the support at home. I can say my… my… children ...” 
 
 ”My daughter, she is 17 this June, she also support [sic] me.” 
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One of the participants was very grateful towards her sister, for assisting her 
financially, so that she could go to university and finish her studies. This is what she 
had to say: 
 
 “... I went to the university. It was fortunate for me, because my sister, the 
elder sister that I was talking about, got a job and she started to support me, 
to pay for my fees ...” 
 
Grandparents also play a vital role in assisting to raise their grandchildren in the 
absence of their parents. It is customary in South Africa that grandparents fulfil the 
role of caring for their grandchildren and seeing to their educational needs. They 
assist their grandchildren financially from the meagre pensions that they receive from 
the government. One participant explained how her grandmother assisted her: 
 
 “The schools are far, sometimes you don’t have shoes to go to school, 
sometimes you don’t have proper uniform [sic], sometimes you don’t have 
money to pay the school fees and you depend on the grannies, because the 
grannies are looking after you and all that ....” 
 
- Other significant people 
 
As human beings, it is expected that people will need some sort of support in their 
daily lives. The notion of ‘personal needs’ is particularly aimed at the individual. This 
recognises the individuality of the teacher and his circumstances. Teachers also 
experience personal developmental needs that are related to their careers. There 
are various ways in which teachers can be supported, either from inside, or outside 
the Department of Education, such as by Education Specialists from the Teacher 
Centre, or personal friends. Mda (1998:80; 84) also refers to the fact that peer 
support can come from the friends of the teacher. 
 
Mentorship can also be employed as a support system, either from one teacher to 
the other, or even from outside institutions, like universities, or from religious leaders. 
The participants gave their views on their different types of support structures: 
 
 “ ... learned from ... the education specialists.” 
 
 “Ja [sic]… and all those people from the Teachers’ Centre help us.” 
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 “... I’ve got friends whom I’m sharing [sic] ...” 
 
 “I pray and every time when I go to church, you will tell some of your friends at 
church, and they encourage you.” 
 
 “... the support of agencies of the University, people like you ...” 
 
“... The ‘Sky Is The Limit’ project is also one of my support [sic] they support 
us, the project support [sic] us, the mentor who come, [sic] support us [sic] ...” 
 
5.3.3.3 Information sources 
 
Teaching is a form of education that is associated with intellectual character. 
Through teaching, knowledge and skills that are essential for individual survival are 
communicated, as well as an understanding of values and norms (De Witt, 
2009:212). The participants expressed their appreciation for the various bodies 
serving as outside sources of information through which they could develop and gain 
new knowledge and skills to improve their teaching. Technological sources of 
information, such as computers, were very helpful. This is how they responded: 
 
 “Yes… I can say ehr… that because these projects that I’m involved in is [sic] 
called “Seeds of Peace” and that is [sic] funded by XXX, you know, oh… we 
had, for example, a workshop last week, it was about TLC ...” 
 
 “Ja [sic]… the Teachers Centre help [sic] us.” 
 
 “... sometimes I do research on the internet when I need something.” 
 
5.3.3.4 Government 
 
Government offers various support systems for teachers. These include the 
Department of Education (the Provincial Departments, with their district offices: non-
governmental organisations (NGOs); teacher unions; and the media, such as radio 
and television, journals and newspapers, like Teacher (Mda, 1998:85).  
 
The government recently introduced feeding schemes at non-fee paying schools. 
This was welcomed by many schools in deprived environments, because of the high 
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prevailing poverty levels, which see many learners coming to school hungry. This is 
how some of the participants expressed their views about the government: 
 
 “The government is trying to give them grants in the location [sic], for food.” 
 
 “… the Department of Education is still hanging in there.” 
 
 “... although things are… are… different, yes, of course the government is 
trying...” 
 
 “They come to school without any food, others sleep without food. They are 
only eating from this, the food from the feeding scheme from the school from 
the Department.” 
 
5.3.3.5 Leisure time 
 
The participants expressed their views and opinions about the free time and holidays 
that they enjoyed with their families. Comparing teaching with other professions, they 
felt that they had more free time in the afternoons, as well as during school holidays. 
This was how they responded in this regard:  
 
 “An added benefit of being a teacher, as a mother, I have time to bring up my 
children. I have time with my children in the afternoon ... that is what I love 
most about it.” 
 
 “I love teaching, because it has got [sic] so many holidays; you relax in those 
holidays.” 
 
5.4 SEEKING LINKS BETWEEN THESE FINDINGS AND OUR OWN 
GENERATED THEORETICAL EI MODEL 
 
The following summary was given in Chapter Two of the theoretical EI model, 
consisting of four branches, with ten characteristics in each, derived from the in-
depth study of the theoretical models of EI, for the purpose of this study: 
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Figure 5.1: A comprehensive mixed model of 40 essential components of EI 
The findings that were presented in this chapter can now be screened against this 
model, to determine if potential links can be found. 
 
In Theme 1 about the unfavourable conditions of work, teachers gave indications 
of responding positively and appropriately to their challenges, through the following 
characteristics, which relate strongly to Emotional Intelligence, namely: 
 
- Self-awareness: They could cope with their emotional inner stress by means of 
their self-attentiveness, emotional energy, and stability (“I have to be patient”); 
 
- Self-management: They accept that they have to take responsibility and exercise 
emotional control, regulation, and commitment (“I have to help myself”; “I work very 
hard”; I want to change those lives”; “I have to be patient”; “That is why I like to 
serve”); 
 
- Social awareness: The participating teachers were aware of the predicaments 
learners faced, because of their understanding of their disadvantaged background 
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(“the life in the township sometimes is not very good, because you got all those types 
children that are coming from various backgrounds);their needs for physical care 
(“they come to school hungry”); and emotional support from parents (“they need love 
from their parents”). Their responsiveness, sensitivity, empathy and consideration 
were also clearly illustrated (“... as your own children”; you see that they are 
withdrawn”; I know what is the best education”). 
 
- Social skills: They responded to their awareness by applying their social skills, 
such as social expertise, motivation and responsibility (“I wanted to change those 
lives ... expose their talents”; “As teachers we must motivate them”; “You have to 
deal with them in the classroom”; “you have to teach them”; “You don’t say that you 
have no equipment, you improvise”). 
 
In Theme 2, the teachers indicated their strong intrinsic characteristics and gave 
proof of acting appropriately, because of their self-awareness, self-management, 
social awareness and social skills: 
 
- Self-awareness: The teachers seemed to be sure of their reason for teaching 
(“God put me here with a purpose”); self-attentiveness (“I am living my dream”; “That 
is why I decided to teach”; “I like to serve”); emotional energy and commitment (“I am 
doing the best I can”); confidence (“I can do all things through Christ”; “I must study 
further”); motivation (“I feel motivated”);happiness (“I feel light-hearted”; “I am one of 
the luckiest people”); optimism (“every cloud has a silver lining”);and self-fulfilment (“I 
am proud”). 
 
- Self-management: The teachers presented clear indications of their adaptability 
(“Wearing another cap”; I improvise through those challenges”); and commitment (“I 
feel I have contributed”). 
 
- Social awareness: The teachers gave clear signals of their sensitivity (“concerned 
with their welfare”); empathy (“... because you understand”; I identify with their 
struggles”); and love (“I love teaching”; I have a passion for learners”; “nurturing 
them”). 
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- Social skills: The teachers were prepared to take action, through expertise and 
responsibility (“I treat them if they are my own children”; “... are here to equip these 
kids”; “It is our duty”; “I make an effort to provide for all their needs”); relationships (“I 
want them to trust me, build that relationship”); influence (“I have touched their lives”; 
“a role-model for those young people”; “influencing many young people positively”); 
development (“I want to help them”; “... developing learners in every way”); listening 
(“I make it easy for them to talk”); motivation(“as teachers, we must motivate them”; 
”I am inspiring them”). 
 
In Theme 3, teachers acknowledged their extrinsic support systems, basing their 
outlook on their self-awareness, self-management, social awareness and social 
skills: 
 
- Self-awareness: The teachers recognised their personal awareness rooted in their 
extrinsic support, such as self-attentiveness (“I am much [sic] fortunate”), 
identification (“I can identify with ...”); motivation (“motivates us”); happiness (“that is 
what I love most”); and optimism (“I love my job”). 
 
- Self-management: They were able to help themselves and solve their own 
problems (“I do research on the internet when I need something”). 
 
- Social awareness: They were capable of being responsive (“They keep me going”; 
ones who makes [sic] me happy”); identification (“I know the child, his parents”; 
“because I understand”); and love (“I love those little ones”). 
 
- Social skills: They implemented proper communication skills (“speaking to other 
teachers from different schools”); and formed relationships (“build the relationship 
with the learner, and their parents as well”). 
 
From this comparison it seems evident that the participating teachers displayed 
different facets of the emotional intelligence characteristics of self-awareness; self-
management; social management; and social skills. 
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5.5 CONCLUSION 
 
In this chapter, the three themes that emerged as research findings were presented, 
explained and substantiated with relevant literature that could be linked to the 
identified categories and sub-categories. Verbatim quotations from the participants’ 
transcriptions were also included, with reference to the themes. A summary of the 
themes, with the categories and sub-categories was presented in Table 5.1.  
 
Finally, the findings of the qualitative investigation, as presented in this chapter, 
could be screened against the model of characteristics of EI, which was inferred for 
the purpose of this study from the most relevant theories on EI. Based on this 
evaluation, the assumption was deduced that the participating teachers from this 
deprived environment possessed EI. 
 
This chapter’s findings informed the researcher of the gist of the study and, based on 
that, it was decided to administer a questionnaire to ascertain statistically how the 
teachers would fare with regard to EI. The decision was therefore to further 
investigate the EI of teachers quantitatively, in order to confirm, refute, look for 
similarities and differences, and verify the above presumption. The results of this 
second phase of the investigation will be presented in Chapter Six. The quantitative 
results that emerged from the responses of the teachers of the participating three 
schools in the Walmer Township, on the questionnaire items, will therefore be put 
forward. 
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CHAPTER SIX 
 
REPORT AND INTERPRETATION OF THE QUANTITATIVE RESULTS 
 
6.1 INTRODUCTION 
 
In Chapter Five an account was presented of the findings, generated through the 
teachers’ drawings and narratives, obtained in the qualitative phase of the 
investigation, which aimed at gaining an in-depth understanding of the teachers’ 
experiences and coping means in a deprived environment. These findings were 
subsequently screened against the working model of the characteristics of EI, which 
was generated in Chapter Two, and it became apparent that the participating 
teachers from a deprived environment displayed clear characteristics that 
corresponded with EI. Based on this assumption, the intention was to further 
investigate the EI of teachers quantitatively during the second phase of the study, to 
statistically ascertain if this belief could be further authenticated. 
 
The purpose of this chapter is to report and interpret the results of this data that was 
gathered through the employment of an EI questionnaire. The questionnaire 
consisted of two sections, namely Section A and Section B. Section A collected the 
biographical information, the title, gender, age, years of teaching, highest 
qualification, post positioning and home language of the teachers. Section B 
contained thirty three items, divided into four categories (factors). The four factors 
were portrayed as follows: Perception of emotions; Managing emotions in the self, 
Managing others’ emotions; and Utilising emotions. 
 
A total of 65 participants (n=65) completed the questionnaire. In order to interpret the 
descriptive statistics, the mean score was used to categorise the items in terms of 
the levels of EI characteristics displayed by the respondents. From the frequency 
distributions of the items per factor, sorted from high to low, an interpretation of the 
average scores were acquired: A mean score of 1.0 to 1.8 can be regarded as very 
negative; 1.8 to 2.6 as negative; 2.6 to 3.4 as neutral; 3.4 to 4.2 as positive; while a 
mean score of 4.2 to 5.0 indicates a very positive score, given that the 5-point (1 - 5) 
Likert scale was used in the questionnaire. 
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In this study, the results of the t-tests were interpreted in terms of the Cohen’s d-
values, according to the following intervals of practical significance: 
 
TABLE 6.1: Interpretation intervals for Cohen’s d statistics 
 
Practical significance Interval 
Not significant < 0.20 
Small significance 0.20 - 0.49 
Medium significance 0.50 - 0.79 
Largely significance  0.80  + 
 
For results to be significant, they must be both statistically significant on the 5% level 
(p<0,05) and practically significant, e.g. if Cohen’s d is greater than 0,20. 
 
6.2 DEMOGRAPHIC PROFILE OF RESPONDENTS 
 
Based on Section A of the questionnaire, it was possible to determine the profile of 
the respondents. This was done in terms of the variables gender, age, years of 
teaching, highest qualification, post level, and home language. The profile was 
presented in Chapter 4, Table4.2.  
 
6.3 DATA ANALYSIS TECHNIQUES EMPLOYED TO INTERPRET 
RESULTS 
 
6.3.1 Chi-Square Test 
 
A chi-square testis a statistical non-parametric test that is generally used to draw a 
distinction between ‘observed data’, with data we would ‘expect’ to find, as stated by 
a particular hypothesis (Fisher & Yates, n.d.:1). Ary et al. (2002:203) refer to chi-
square tests as ‘observed frequencies’ and ‘expected frequencies’, and explain that 
the ‘observed frequencies’ are the real frequencies acquired by observation, while 
expected frequencies are notional frequencies, which are used for evaluations. 
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The chi-square is at all times testing the null hypothesis, which argues that there is 
no significant difference between the expected and observed results. The formula 
used for calculating the chi-square is:  
 
 
That is, chi-square equals ‘the sum of the squared differences between observed (o) 
and the expected (e) frequencies divided by the expected frequencies in all possible 
categories’ (Fisher & Yates, n.d.:1). 
 
6.3.1.1 Requirements for Chi-Square Test 
 
To use the chi-square test, the following requirements must be met, as mentioned by 
Ary et al., (2002:207) and Sharp (n.d.:1): 
 
• Quantitative data 
• One or more categories 
• Objective observations 
• Acceptable sample size 
• Simple random sample 
• Data in frequency form 
• All observations must be used 
 
In the data analysis for this study, the researcher adhered to the above 
requirements. 
 
6.3.2 t-Test 
 
The t-test is a parametric test through which it can be determined whether a 
significant difference exists between the mean scores of two sets of data. Inferential 
statistics are used when two variables have to be compared. If the groups are 
distinct (dissimilar people in each group) the t-test for ‘independent samples’ is 
employed. If two sets of scores are obtainable for the same group (or matched 
groups) the t-test for ‘correlated samples’ is applied (Mertens, 2010:406). Cohen’s d 
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is used to determine the practical significance for inferential test related to the 
population mean values, such as t-Tests. 
 
For the purpose of this study a sample t-test was employed. 
 
6.4 DESCRIPTIVE STATISTICS FOR ITEMS 
 
The descriptive statistics for the individual questionnaire items are presented below: 
 
6.4.1 Descriptive statistics for items of Factor: Perception of emotions 
 
Frequency distributions for all the items of the Factor: Perception of emotions was 
obtained from the descriptive statistics. 
 
In Table 6.3 below, the frequency distribution for the items in the questionnaire that 
dealt with the Factor: Perception of emotions is presented. The items are sorted in 
descending sequence in respect of their mean values, so that the more positive 
items are at the top of the list (VP=very positive; P=positive; Neu=neutral), and the 
less positive items are at the bottom: 
 
 249 
 
TABLE 6.2: Frequency distributions: Items relating to Perception of emotions 
 
 
From Table 6.3 it is clear that most (83%) of the respondents agreed, or strongly 
agreed, with item B1.09 (Section B of the questionnaire, Factor 1, Item nr 9): I am 
aware of my emotions as I experience them. 
 
Except for items B1.29, B.33 and B1.05, the majority of the respondents either 
agreed or strongly agreed, with the following items (listed according to mean scores): 
 
B1.18 By looking at their facial expressions, I recognise the emotions people are 
 experiencing (73%). 
19 I know why my emotions change (66%). 
22 I easily recognise my emotions as I experience them (69%). 
32 I can tell how people are feeling by listening to their tone of voice (61%). 
25 I am aware of the non-verbal messages other people send (64%). 
15 I am aware of the non-verbal messages I send to others (57%). 
 
None of the items for the Factor: Perception of emotions obtained a mean score in 
the negative or very negative range. 
 
  Mean S.D. 
Strongly 
disagree 
Somewhat 
disagree Neither 
Somewhat 
agree 
Strongly 
agree Total 
VP B1.09 4.20 0.89 1 2% 2 3% 8 13% 25 39% 28 44% 64 
P B1.18 4.00 0.98 2 3% 2 3% 13 20% 25 38% 23 35% 65 
 B1.19 3.91 1.11 3 5% 3 5% 16 25% 18 28% 25 38% 65 
 B1.22 3.89 0.95 1 2% 4 6% 15 23% 26 40% 19 29% 65 
 B1.32 3.77 1.13 3 5% 5 8% 17 26% 19 29% 21 32% 65 
 B1.25 3.72 0.93 2 3% 3 5% 18 28% 29 45% 12 19% 64 
 B1.15 3.54 1.08 5 8% 3 5% 20 31% 26 40% 11 17% 65 
Neu B1.29 3.14 1.29 12 18% 4 6% 21 32% 19 29% 9 14% 65 
 B1.33 2.98 1.27 13 20% 6 9% 22 34% 17 26% 7 11% 65 
 B1.05 2.83 0.92 2 3% 24 38% 24 38% 11 17% 3 5% 64 
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Based on the above results, it could be interpreted that the majority of respondents 
felt very positive about their consciousness of, and attentiveness to, their own 
personal feelings. 
 
They also felt positive regarding their sensitivity to recognise the emotions of others 
as displayed on their faces and in their tone of voice. Furthermore, they felt that they 
were sensitive to the non-verbal messages they received from, and sent out to, 
others. They also confirmed that they were in touch with the emotions they were 
subjected to and knew the reasons behind their own mood changes.  
 
6.4.2 Descriptive statistics for items of Factor: Managing emotions in the 
self 
 
Frequency distributions for all the items of the Factor: Managing emotions in the 
selfwere obtained from the descriptive statistics. 
 
In Table 6.4, the frequency distributions for the items in the questionnaire that dealt 
with the Factor: Managing emotions in the self are presented. 
 
TABLE 6.3: Frequency distributions: Items relating to Managing emotion in  the 
self 
 
  Mean 
Strongly 
disagree 
Somewhat 
disagree Neither 
Somewhat 
agree 
Strongly 
agree Total 
VP B1.10 4.35 1 2% 1 2% 8 12% 19 29% 36 55% 65 
 B1.03 4.34 0 0% 2 3% 4 6% 28 44% 30 47% 64 
 B1.14 4.32 1 2% 3 5% 9 14% 13 20% 39 60% 65 
 B1.02 4.28 1 2% 3 5% 4 6% 25 39% 31 48% 64 
 B1.23 4.20 1 2% 2 3% 7 11% 28 43% 27 42% 65 
P B1.12 4.16 1 2% 3 5% 9 14% 23 36% 28 44% 64 
 B1.21 3.98 2 3% 1 2% 16 25% 23 35% 23 35% 65 
Neg B1.28 2.46 27 42% 9 14% 9 14% 12 18% 8 12% 65 
 B1.31 1.97 24 37% 28 43% 8 12% 1 2% 4 6% 65 
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From the above Table 6.4 on the items of the Factor Managing emotions in the self, 
it is evident that a large majority of the respondents strongly agreed and agreed with 
the following questionnaire items (listed according to mean scores): 
 
B10 I expect good things to happen (84%). 
03 I expect that I will do well on most things I try (91%). 
14 I seek out activities that make me happy (80%). 
02 When I am faced with obstacles, I remember times when I faced similar 
 obstacles and overcame them (87%). 
23 I motivate myself by imagining a good outcome to tasks I take on (85%). 
 
They also strongly agreed or and agreed with item 12: When I experience a positive 
emotion, I know how to make it last (80%); and item 21: I have control over my 
emotions (70%). 
 
However, they strongly disagreed, and disagreed, with item 28: When I‘m faced with 
a challenge, I give up, because I believe I will fail (56%); and item 31: I use good 
moods to help myself keep trying in the face of obstacles (80%). 
 
No item for the Factor: Managing emotions in the self, obtained a mean score in the 
very negative range. 
 
Based on the above results, it could be interpreted that the respondents felt very 
positive about what they undertook, envisaging and expecting it to be successful. 
They approached their problems by keeping in mind previous experiences in which 
they managed to solve such problems successfully. They prefer to take on efforts 
that would please them. 
 
It could also be interpreted that the respondents felt positive about being in charge 
of their own emotions and maintaining an optimistic approach. 
 
It could furthermore be interpreted that the respondents felt negative about giving 
up, or failing when faced with a challenge; therefore, they preferred to pursue and 
 252 
 
succeed in finding a solution; opting not to confront their problems by employing their 
emotions, but rather face it head-on. 
 
6.4.3 Descriptive statistics for items of the Factor: Managing emotions in 
others 
 
Frequency distributions for all the items of the Factor: Managing emotions in 
otherswere obtained from the descriptive statistics. 
 
In Table 6.5, the frequency distributions for the items in the questionnaire that dealt 
with the Factor: Managing emotions in the others are present: 
 
TABLE 6.4: Frequency distributions: Items relating to Managing others' 
emotions 
 
  Mean 
Strongly 
disagree 
Somewhat 
disagree Neither 
Somewhat 
agree 
Strongly 
agree Total 
VP B1.24 4.66 1 2% 0 0% 3 5% 12 18% 49 75% 65 
 B1.01 4.44 1 2% 2 3% 6 10% 13 21% 41 65% 63 
 B1.16 4.22 1 2% 1 2% 8 13% 27 42% 27 42% 64 
P B1.30 4.15 1 2% 0 0% 12 18% 27 42% 25 38% 65 
 B1.04 4.00 4 6% 2 3% 10 16% 21 33% 26 41% 63 
 B1.26 3.98 2 3% 2 3% 11 17% 28 44% 20 32% 63 
 B1.11 3.91 2 3% 5 8% 11 17% 26 40% 21 32% 65 
 B1.13 3.71 2 3% 7 11% 13 20% 29 45% 14 22% 65 
 
From the above Table 6.5 on the items of the Factor: Managing emotions in others, it 
is evident that that a significant number of the respondents strongly agreed, and 
agreed, with the following items of the questionnaire (listed according to mean 
scores): 
 
B24 I compliment others when they have done something well (93%). 
01 I know when to speak about my personal problems to others (86%). 
16 I present myself in a way that makes a good impression on others (84%). 
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They also strongly agreed, and agreed, with the following items of the questionnaire 
(listed according to mean scores): 
 
30 I help other people feel better when they are down (80%). 
04 Other people find it easy to confide in me (74%). 
26 When another person tells me about an important event in his or her life, I 
 almost feel as though I have experienced this event myself (76%). 
11 I like to share my emotions with others (72%). 
13 I arrange events others enjoy (67%). 
 
No item for the Factor: Managing emotions in others obtained a mean score in the 
negative or very negative range. 
 
Based on the above results, it can be interpreted that the respondents felt very 
positive about praising others when praise was due; sharing their personal 
problems with others, when fitting; and presenting themselves in a manner that 
would make a good impression on others. 
 
It can also be interpreted that the respondents felt positive about helping others to 
lift their spirits when they are feeling down; about being approachable to others who 
want to speak to them in confidence; sharing in the experiences of others; sharing 
their own emotions with others; and organising events others take pleasure in. 
 
6.4.4 Descriptive statistics for the items of the Factor: Utilisation of 
emotions  
 
Frequency distributions for all the items of the Factor: Utilisation of emotions were 
obtained from the descriptive statistics. 
 
In Table 6.6 below, the frequency distributions for the items in the questionnaire that 
dealt with the Factor: Utilisation of emotions are presented: 
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TABLE 6.5: Frequency distributions: Items relating to Utilisation of emotions 
 
  Mean 
Strongly 
disagree 
Somewhat 
disagree Neither 
Somewhat 
agree 
Strongly 
agree Total 
VP B1.20 4.55 0 0% 0 0% 4 6% 21 32% 40 62% 65 
 B1.06 4.43 2 3% 0 0% 9 14% 11 17% 43 66% 65 
 B1.17 4.42 1 2% 0 0% 8 12% 18 28% 38 58% 65 
P B1.07 3.85 4 6% 3 5% 14 22% 22 34% 22 34% 65 
Neu B1.08 3.39 6 10% 4 7% 19 31% 24 39% 8 13% 61 
Neg B1.27 2.00 18 28% 33 51% 10 15% 4 6% 0 0% 65 
 
From Table 6.6 on the items of the Factor Utilisation of emotions, it is evident that a 
significant number of the respondents strongly agreed, or agreed, with the following 
items of the questionnaire (listed according to mean scores): 
 
B20 When I am in a positive mood, I am able to come up with positive ideas 
 (94%). 
06 Some of the major events in my life have led me to re-evaluate what is 
 important and not important (83%). 
17 When I am in a positive mood, solving problems is easy for me (86%). 
 
They also strongly agreed, and agreed, with the following item of the questionnaire 
(listed according to mean scores): 
 
07 When my mood changes, I see new possibilities (68%). 
 
However, they strongly disagreed, and disagreed, to item 27: When I feel a change 
in emotions, I tend to come up with new ideas (79%).  
 
In respect of item 08: Emotions are one of the things that make my life worth living, 
nearly a third (31%) of the respondents neither agreed nor disagreed, scoring in the 
neutral range. 
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No item for the Factor: Perception of emotions obtained a mean score in the very 
negative range. 
 
Based on the above results, it can be interpreted that the respondents felt very 
positive about coming up with original plans and finding solutions for problems when 
feeling in good spirits. They also felt very positive that their major experiences had 
assisted them in reassessing what is more, or less, important for them. 
 
It can also be interpreted that the respondents felt positive about seeing more 
options when their frame of mind changed.  
 
It can furthermore be interpreted that the respondents felt negative about the same 
thing, namely coming up with new options when their emotions altered.  
 
A contradiction was therefore identified regarding their innovative ability during mood 
changes. 
 
In terms of the items of the questionnaire, it can be summarised that the 
respondents felt very positive regarding the following aspects: 
 
v) Perceptions of emotions: 
- Awareness of emotions when they experience them. 
vi) Managing emotions in the self: 
- Expecting good things to happen, 
- Expecting to do well on most things they try; 
- Seeking out activities that make them happy; 
- When faced with obstacles, they remember previous times when they 
faced similar obstacles and overcame them,  
- Self-motivation by imagining a good outcome. 
vii) Managing emotions in others: 
- Complimenting others when they have done something well; 
- Knowing when to speak to others about their personal problems; 
- Presenting themselves in a way to make a good impression on others. 
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viii) Utilising emotions: 
- Ability to come up with positive ideas, when in a positive mood; 
- Ability to re-evaluate what is important, or not, based on some of the    
 major events in their lives. 
- Finding it easy to solve problems, when in a positive mood. 
- The respondents also felt positive regarding the majority of the rest of 
the questionnaire items, but negative about: giving up when faced with 
a problem; 
- Using good moods to keep trying in the face of obstacles. 
 
A discrepancy was found with regard to coming up with new ideas, when feeling a 
change of emotions. (Item seven: When my mood changes, I see new possibilities – 
positive; and Item twenty-seven: When I feel a change in emotions, I tend to come up 
with new ideas - negative). Therefore, the respondents’ originality during a change of 
feelings is questionable. 
 
6.5 RELIABILITY OF FACTOR SCORES 
 
The reliability of the factor scores are interpreted in terms of Cronbach’s coefficient 
alphas. These Cronbach’s coefficient alphas measured the reliability of the factor 
scores for the following sub-categories of the Assessing Emotions Scale namely: 
Perceptions of emotions (F.Perc); Managing emotions in the self (F.MOwn); 
Managing others’ emotions (F.MOth) and Utilisation of emotions (F.Util). 
 
Table 6.7 indicates the intervals that were used to interpret the observed Cronbach’s 
coefficient alphas. 
 
TABLE 6.6: Interpretation intervals for Cronbach’s alphas 
 
Unacceptable < 0.50 
Poor 0.50 - 0.59 
Acceptable 0.60 - 0.69 
Good 0.70 - 0.79 
Excellent 0.80 + 
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In Table 6.8 below, the Cronbach’s coefficient alphas is reported, as a measure of 
the reliability of the scores for the five categories (four factors and the total) of the 
questionnaire, namely: Perceptions of emotions (F.Perc); Managing emotions in the 
self (F.MOwn); Managing others’ emotions (F.MOth),Utilisation of emotions (F.Util); 
and Total emotional intelligence (F.Tot). 
 
TABLE 6.7: Cronbach's coefficient alphas for the four factors 
 
Perceptions of emotions (F.Perc) 0.73 
Managing emotions in the self (F.MOwn) 0.69 
Managing others’ emotions (F.Moth) 0.70 
Utilisation of emotions (F.Util) 0.60 
Total emotional intelligence (F.Tot) 0.86 
 
Table6.8 illustrates that the Cronbach’s coefficient alphas varied from 0,60 to 0,86 
for the four different factors, indicating that the reliability of the scores ranged from 
acceptable to excellent.  
 
6.6 DESCRIPTIVE STATISTICS FOR FACTORS 
 
One-sample t-tests were conducted initially to determine whether the population 
mean factor scores were positive, i.e. greater than 3.4, the threshold value for 
positive scores derived from 5-point Likert scale items. The results of the t-tests are 
reported in Table 6.9 below. 
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TABLE 6.8: One-sample t-Tests (Ho: m = 3.4) for Factors (n = 65) 
 
Factor Mean S.D. T 
p 
(df = 64) Cohen's d 
Perceptions of emotions (F.Perc) 3.71 0.66 3.77 <.0005 0.47 
Managing emotions in the self (F.Mown) 4.23 0.53 12.70 <.0005 1.57 
Managing others’ emotions (F.Moth) 4.15 0.60 10.14 <.0005 1.26 
Utilisation of emotions (F.Util) 4.47 0.60 14.26 <.0005 1.77 
Total emotional intelligence (F.Tot) 4.14 0.50 11.86 <.0005 1.47 
 
As can be seen in Table 6.9, significant (p < .0005; d > 0.2) results were observed 
for all the factors, implying that the null-hypothesis can be rejected with 95% 
certainty, i.e. that the population mean factor scores are positive for all the factors. 
 
For the two most positive factors, namely Factor: Managing my own emotions and 
Factor: Utilisation of emotions, further t-tests were conducted to determine whether 
the population mean scores were very positive, that is, greater than 4.2. A significant 
result was observed for Factor: Utilisation of emotions (t = 3.56, d.f. = 64, p = .001, d 
= 0.44) and a non-significant result for Factor: Managing my own emotions (t = 0.52, 
d.f. =64, p = .606). 
 
Table 6.10below presents a summary of the average statistics for the four different 
factors of the questionnaire, namely: Perception of emotions (F.Perc); Managing own 
emotions (F.MOwn); Managing others’ emotions (F.MOth); Utilisation of emotions 
(F.Util); and also the Total of all four factors (F.Tot): 
 
TABLE 6.9: Frequency distributions of the Factors (n = 65) 
  Mean 
Very negative  
[1.0 to 1.8) 
Negative 
[1.8 to 2.6) 
Neutral  
[2.6 to 3.4] 
Positive  
(3.4 to 4.2] 
Very 
positive  
(4.2 to 5.0] 
F.Util 4.47 0 0% 1 2% 4 6% 12 18% 48 74% 
F.MOwn 4.23 0 0% 1 2% 4 6% 19 29% 41 63% 
F.MOth 4.15 0 0% 1 2% 8 12% 25 38% 31 48% 
F.Tot 4.14 0 0% 1 2% 4 6% 27 42% 33 51% 
F.Perc 3.71 0 0% 5 8% 11 17% 36 55% 13 20% 
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From Table 6.10, it is clear that in respect of Factor: Perception of own emotions, the 
factor with the lowest mean score, 75% of the respondents recorded positive to very 
positive scores, while for Factor: Utilisation of emotion, the factor with the highest 
mean score, 92% of the respondents obtained positive to very positive scores. More 
than 50% of the respondents obtained a score in the Very positive range for Factor: 
Total, with a further 41% of the sample in the Positive range. The mean scores for 
all the factors were in the range interpreted as positive or very positive (3.4 to 5.0). 
 
Based on the above results, it can be interpreted that the respondents were in touch 
with, and could manage their own emotions, that they could manage others’ 
emotions and could utilise emotions for the best possible outcome. With regard to 
the total of all four factors, it can be understood that the respondents displayed 
sound and very strong indications of emotional intelligence (in the positive and very 
positive ranges). 
 
6.7 INFERENTIAL STATISTICS FOR FACTORS 
 
Table 6.10 provides a more detailed perspective on the central tendency and 
dispersion of the factor scores. 
 
TABLE 6.10: Central tendency and dispersion of Factor scores (n = 65) 
 
Statistic 
 
F.Perception 
of emotions 
 
F.Managing 
emotions in 
the self 
 
F. Managing 
emotions in 
others 
 
F.Utilisation 
of emotions 
 
F.Total 
 
Mean 3.71 4.23 4.15 4.47 4.14 
S.D. 0.66 0.53 0.60 0.60 0.50 
Minimum 1.86 2.57 1.80 2.33 2.28 
Quartile 1 3.43 4.00 3.80 4.00 3.96 
Median 3.71 4.29 4.20 4.67 4.22 
Quartile 3 4.14 4.57 4.60 5.00 4.53 
Maximum 5.00 5.00 5.00 5.00 4.83 
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From Table 6.11, it is evident that the mean score for the following factors were 
positive: Perception of emotions (M = 3.71);Managing others’ emotions (M = 4.15) 
and the Total factor (t =4.14), while very positive mean scores were observed for 
the factor Managing my own emotions (M = 4.23); and for the factor Utilising 
emotions (F.Util = 4.47). 
 
Based on the above results, it can be interpreted that the respondents scored well 
(‘good’ – positive) regarding Perceptions of own emotions, and Management of the 
emotions of others, as well as their Overall EI, and scored very well (‘very good’ – 
very positive in respect of Managing own emotion and Utilisation of emotions. With 
regard to the total of all four factors it can be understood that the respondents scored 
above average, namely reliable (positive) and ‘very reliable’ (very positive), 
characteristics of emotional intelligence.  
 
6.8 RELATIONSHIPS BETWEEN FACTORS 
 
In order to determine the relationships between the different factors, correlations 
were calculated and cross-tabulations were constructed.  
 
6.8.1 Correlations between factors 
 
Pearson Product Moment correlations were utilised to investigate the relationships 
between the factors. In Table 6.11, the correlations for the four factors are reported. 
Correlations greater than a 0.50 level of significance can be described as strong.  
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TABLE 6.11: Pearson Product Moment Correlations for the factors four 
Factors: (n = 65) 
 
Factor 1 Factor 2 Correlation 
F.Perception of emotions F.Managing emotions in the self .675 
F.Perception of emotions F.Managing emotions in others .530 
F.Perception of emotions F.Utilisation of emotions .579 
F.Managing emotions in the self F.Managing emotions in others .566 
F.Managing emotions in the self F.Utilisation of emotions .701 
F.Managing emotions in others F.Utilisation of emotions .625 
 
Positive significance, both statistically (|r| >= .244 at 0.05 level for n = 65) and 
practically (|r| > .30) correlations were observed for all the relationships among the 
factors. Based on the fact that the correlations were all greater than 0.50, it is evident 
that there are strong relationships among all the categories, with the strongest 
relationship between Factor: Managing own emotions and Factor: Utilisation of 
emotions (.701). This is an indication that strong levels of emotional intelligence in 
any category are very well related to strong levels for the other categories in the 
sample. 
 
6.8.2 Cross-tabulations of factors 
 
Cross-tabulations with Chi² tests were performed in respect of each factor pair. 
Cross-tabulations enable researchers to determine how variables are related to each 
other. For the purpose of cross-tabulation, the sample was split into three groups for 
each of the factors, based on respondents’ factor scores. For most of the factors, it 
was possible to categorise the participants into either Lower (factor score value less 
than quartile 1); Middle (factor score value between quartiles 1 and 3); and Higher 
(factor score value greater than quartile 3) groups, based on the respondents’ scores 
for a particular factor.  
 
Due to a large number of duplicate scores, the Factor: Utilisation of emotions could 
be split into two categories only; the Upper category consisted of those participants 
with scores greater than the median for the factor, while the Lower category 
comprised those participants with factor scores below the median. 
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The cross-tabulations depicting the relationships between the four different factors 
are related in Table 6.12 below. 
 
TABLE 6.12: Contingency table for Factor: Perception of emotions and Factor: 
Managing own emotions 
 
 F.Mown  
F.Perc Lower Middle Higher Total 
Lower 12 75% 4 25% 0 0% 16 100% 
Middle 4 11% 24 67% 8 22% 36 100% 
Higher 0 0% 7 54% 6 46% 13 100% 
Total 16 25% 35 54% 14 22% 65 100% 
Chi²(d.f. = 4, n = 65) = 23.78; p< .0005; V = 0.43 Large (2 added to each cell to meet 
minimum expected frequency requirements) 
 
Based on the significant results reported in Table 6.13, it can be concluded that a 
statistically significant correlation (p< .0005) and a large practically significant 
correlation (V=0.43) was detected between the two Factors: Perception of emotions 
and Managing own emotions. 
 
The calculations as presented above in Table 6.14 reflect a statistically significant 
correlation (p <.0.045) and a medium practically significant correlation (v=0.27) 
between the two Factors: Perception of emotions and Managing others’ emotions. 
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TABLE 6.13: Contingency table for Factor: Perceptions of emotions and 
Factor: Managing of others’ emotions 
 
 F.MOth.   
F.Perc Lower Middle Higher Total 
Lower 9 56% 6 38% 1 6% 16 100% 
Middle 5 14% 26 72% 5 14% 36 100% 
Higher 0 0% 10 77% 3 23% 13 100% 
Total 14 22% 42 65% 9 14% 65 100% 
Chi²(d.f. = 4, n = 65) = 9.74; p = .045; V = 0.27 Medium) (4 added to each cell to meet minimum 
expected frequency requirements) 
 
TABLE 6.14: Contingency table for Factor: Perception of emotions and Factor: 
Utilisation of emotions 
 
 F.Util.   
F.Perc Lower Upper Total 
Lower 11 69% 5 31% 16 100% 
Middle 15 42% 21 58% 36 100% 
Higher 1 8% 12 92% 13 100% 
Total 27 42% 38 58% 65 100% 
Chi²(d.f. = 2, n = 65) = 11.01; p = .004; V = 0.41 Medium 
 
The results in Table 6.15 reflect a statistically significant correlation (p <0.004) and a 
medium practically significant correlation (v=0.41) between the two Factors: 
Perception of emotions and Utilisation of emotions. 
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TABLE 6.15: Contingency table for Factor: Managing of own emotions and 
Factor: Managing of others’ emotions 
 
  F.MOth.     
F.MOwn.c Lower Middle Higher Total 
Lower 8 50% 8 50% 0 0% 16 100% 
Middle 5 14% 24 69% 6 17% 35 100% 
Higher 1 7% 10 71% 3 21% 14 100% 
Total 14 22% 42 65% 9 14% 65 100% 
Chi²(d.f. = 4, n = 65) = 6.37; p = .173) (4 added to each cell to meet minimum 
expected frequency requirements) 
 
The Chi² test results in Table 6.15 are not significant (p > .05) and it can thus not be 
concluded that the relationship between Managing of own emotions and Managing of 
others’ emotions is significant. 
 
TABLE 6.16: Contingency table for Factor: Managing of own emotions and 
Factor: Utilisation of emotions 
 
 F.Utilisation of emotions   
F.MOwn.c Bottom 50% Upper 50% Total 
Lower 15 94% 1 6% 16 100% 
Middle 10 29% 25 71% 35 100% 
Higher 2 14% 12 86% 14 100% 
Total 27 42% 38 58% 65 100% 
Chi²(d.f. = 2, n = 65) = 24.67; p< .0005; V = 0.62 Large 
 
The calculations in Table 6.17 reflect a statistically significant correlation (p<.0.005) 
and a large practically significant correlation (v=0.62) between the two Factors: 
Managing of own emotions and Utilisation of emotions. 
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TABLE 6.17: Contingency table – Factor: Managing of others’ emotions and 
Factor: Utilisation of emotions 
 
  F.Utilisation of emotions     
F.Moth Bottom 50% Upper 50% Total 
Lower 8 57% 6 43% 14 100% 
Middle 19 45% 23 55% 42 100% 
Higher 0 0% 9 100% 9 100% 
Total 27 42% 38 58% 65 100% 
Chi²(d.f. = 2, n = 65) = 8.04; p = .018; V = 0.35 Medium 
 
The calculations in Table 6.18 reflect a statistically significant correlation (p<.0.018) 
and a medium practically significant correlation (v=0.35) between the two Factors: 
Managing of others, emotions and Utilisation of emotions. 
 
As a result of the small sample, the results will not constantly be significant at all 
times. It will be worthwhile to test a larger sample in this regard, because it should 
yield a more accurate result in terms of the p<0.05 value. 
 
6.9 RELATIONSHIPS BETWEEN FACTORS AND TEACHERS’ AGES 
 
t-Tests and Chi² tests were performed to determine the relationship between the 
factors and the teachers’ ages. Due to the small sample size, it was not possible to 
conduct tests for any of the other demographic variables.  
 
A t-test of independence was used to test the significance of the age group 
differences for the mean factor scores. 
 
6.9.1 t-Tests for age groups 
 
t-Tests of independence were conducted to determine whether the population mean 
factor scores for teachers in the 30 to 49 years age group differ significantly from 
those of teachers in the 50 years and older age group. The results are reported in 
Table 6.18 below. 
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Table 6.18 t-Tests for the Factors by Age 
Variable Age n Mean S.D Difference t 
p 
(d.f. = 62) D 
F.Perc 30-49 39 3.83 0.47 0.36 2.21 .031 0.57 
  50+ 25 3.47 0.83       Medium 
F.Mown 30-49 39 4.31 0.46 0.22 1.68 .098 0.43 
  50+ 25 4.09 0.60       Small 
F.Moth 30-49 39 4.23 0.47 0.23 1.49 .142 0.38 
  50+ 25 4.00 0.74       Small 
F.Util 30-49 39 4.52 0.57 0.15 0.95 .346 0.24 
  50+ 25 4.37 0.67       Small 
F.Tot 30-49 39 4.22 0.40 0.24 1.90 .062 0.49 
  50+ 25 3.99 0.61       Small 
 
Only the factor: Perception of emotion, presented a significant score (p=0.31). 
 
The rest of the Chi² test results were not significant .because the older age group 
presented a higher score in perception of emotion in relation to the 30-49 year olds.  
 
6.9.2 Chi² tests for age groups 
 
Chi² tests were conducted to determine whether the EI factor score profiles of the 
younger group (30-49) differed significantly from those of the older (50 years plus) 
group . 
 
The results are reported in Tables 6.19 to 6.23: 
 
TABLE 6.19: Contingency Table - Age and Factor: Perception of emotions 
 
 F.Perception of emotions   
Age Lower Middle Higher Total 
30-49 6 15% 26 67% 7 18% 39 100% 
50+ 10 40% 10 40% 5 20% 25 100% 
Total 16 25% 36 56% 12 19% 64 100% 
Chi² (d.f. = 2, n = 64) = 5.65; p = .059 
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TABLE 6.20: Contingency Table - Age and Factor: Managing own emotions 
 
 F.Managing emotions in the self   
Age Lower Middle Higher Total 
30-49 7 18% 24 62% 8 21% 39 100% 
50+ 9 36% 11 44% 5 20% 25 100% 
Total 16 25% 35 55% 13 20% 64 100% 
Chi² (d.f. = 2, n = 64) = 2.84; p = .241 
 
TABLE 6.21: Contingency Table - Age and Factor: Managing emotions of 
others 
 
 F.Managing emotions of others   
Age Lower Middle Higher Total 
30-49 6 15% 27 69% 6 15% 39 100% 
50+ 8 32% 14 56% 3 12% 25 100% 
Total 14 22% 41 64% 9 14% 64 100% 
Chi² (d.f. = 2, n = 64) = 2.46; p = .292 
 
TABLE 6.22: Contingency Table - Age and Factor: Utilisation of emotions 
 
 F.Utilisation of emotions   
Age Lower Higher Total 
30-49 15 38% 24 62% 39 100% 
50+ 12 48% 13 52% 25 100% 
Total 27 42% 37 58% 64 100% 
Chi² (d.f. = 1, n = 64) = 0.57; p = .451 
 
TABLE 6.23: Contingency Table - Age and Factor Total 
 
 F.Total 
Age Lower Middle Higher Total 
30-49 7 18% 24 62% 8 21% 39 100% 
50+ 9 36% 10 40% 6 24% 25 100% 
Total 16 25% 34 53% 14 22% 64 100% 
(Chi²(d.f. = 2, n = 64) = 3.40; p = .183). 
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Based on the Chi² p-values, none of these results were significant in terms of the 
age of the respondents. It will be worthwhile to test a larger sample in this regard, 
because it should yield a more accurate result in terms of the p<0.05 value. 
 
6.10 CONCLUSION 
 
In this chapter, the quantitative research results were statistically reported. In 
addition to the reporting of the results, they were interpreted, indicating significant 
outcomes. From the responses of the participants, it was obvious that a significant 
number of them felt very positive about the emotions they experienced, their 
management of own emotions and that of others, and the utilisation of emotions. The 
results for each of these four factors on the EI questionnaire, as well as for the total 
scores, were significant. Furthermore, significant results regarding the correlation 
between the factors, and details regarding the correlation between the age of the 
respondents and the factors, were provided.  
 
In Chapter Seven, the conclusions, implications, limitations of the research and 
recommendations will be presented. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 269 
 
CHAPTER SEVEN 
 
CONCLUSIONS, IMPLICATIONS, LIMITATIONS AND RECOMMENDATIONS 
 
7.1 INTRODUCTION 
 
This study focused on the experiences of teachers in a deprived environment and 
set out to assess whether they displayed any characteristics of emotional 
intelligence. The study was conducted using a mixed-methods research paradigm, in 
terms of which the qualitative research method was used to obtain in-depth 
information and an understanding of the teaching conditions and experiences of 
teachers in a deprived environment. During the quantitative part of the research, a 
questionnaire was administered to further verify whether teachers displayed 
characteristics of EI.  
 
Chapter One presented a general introduction and orientation to the research, the 
problem statement, the purpose of the research, the research design and the 
research plan. Chapter Two provided a conceptual analysis and critical review of 
emotional intelligence. Chapter Three consisted of an in-depth discussion and 
theoretical perspective of the challenges faced in a deprived environment. Chapter 
Four provided atheoretical explanation of the chosen research design and a 
description of the method of investigation. Chapter Five offered a report on and 
interpretation of the qualitative findings, followed by a report and interpretation of the 
quantitative results in Chapter Six. 
 
In this chapter, the integrated conclusions, based on both the qualitative and 
quantitative investigations, will be presented. The implications and recommendations 
for teachers and the teaching profession will also be put forward. Furthermore, the 
limitations of the research will be stated, and suggestions for subsequent research 
will be made.  
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7.2 CONCLUSIONS  
 
7.2.1 Global picture 
 
From the qualitative study on the experiences of teachers working in a deprived 
environment, with specific reference to their emotional intelligence, the following 
conclusions could be made: 
 
1. Conditions of work in a deprived environment were unfavourable and 
manifested as several hardships and challenges. 
2. Teachers displayed strong intrinsic characteristics that influenced their 
teaching. 
3. Teachers exploited extrinsic factors of support to be conducive to their 
teaching. 
 
Based on the above conclusionsand the quantitative investigation, it could finally be 
concluded that: 
 
4. Teachers displayed strong characteristics of emotional intelligence. 
 
7.2.2 Differentiated picture 
 
When each of the above conclusions is observed individually, a differentiated picture 
transpires. A detailed explanation of the conclusions is provided below. 
 
7.2.2.1 Unfavourable conditions of work: hardships and challenges 
 
It was concluded that the unfavourable conditions could be differentiated in terms of 
the following challenges for teachers. Further conclusions could be made in this 
regard. 
 
It is acknowledged that the following aspects are sometimes overlapping, but they 
were nevertheless differentiated for the sake of a clearer account of the conclusions. 
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(i) The learners from deprived environments presented challenges for the 
teachers with regard to the types of learners they taught; the background 
these learners came from; the learners’ lack of motivation regarding their 
schoolwork; the disciplinary problems their learners created at school; and the 
large numbers of learners they had to teach in one classroom.  
 
(ii) Parent-related challenges posed an intense challenge to the teachers, as 
they experienced a lack of parental support and general parental apathy 
towards their children’s education and teachers, unemployment, and absent, 
or non-existing parents. 
 
(iii) Frustrations about promotion and the slow progress of redeployment meant 
that teachers were not in a position to apply for promotional posts.  
 
(iv) Lack of resources complicated teaching in the deprived environment, and 
teachers had to deal with a shortage of staff; in addition they were deprived of 
books, which were usually not delivered on time to the schools, and they did 
not always have access to libraries and equipment to execute their duties.  
 
(v) Insufficient government provision and inadequacies of the Eastern Cape 
Department of Education represented further challenges to teachers.  
 
7.2.2.2 Teachers displayed strong intrinsic characteristics that influenced 
their teaching 
 
The following further conclusions could be made in this regard: 
 
(i) Teachers took ownership of their learners and accepted responsibility 
for their profession. This was done by seeing to the holistic education of the 
learners, acting as their parents at school, and even materially providing for 
some learners and their families. 
 
(ii) Teachers were accommodating to their learners and involved in their lives, 
through being approachable and having a friendly disposition, showing an 
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interest in them, focusing on them as individuals and building a relationship 
with them based on trust, encouraging their involvement in extracurricular 
activities, such as sports, drama, dancing, music and art, and in community 
projects, which assisted the school in building better relationships with the 
parents and community members. 
 
(iii) The teachers served as motivating agents and role models for learners at 
school.  
 
(iv) The teachers loved their teaching, their learners, their community and their 
country and also displayed a caring nature and understanding of their 
learners. 
 
(v) The teachers displayed a positive attitude towards their teaching and their 
learners, and were passionate about their work. 
 
(vi) The teachers were innovative when it came to the use of teaching aids and 
teaching strategies; they improvised in their teaching and were very skilful in 
using the learning material at their disposal. 
 
(vii) The teachers were self-actualised, self-confident and goal-directed; they 
taught with dedication and to the best of their ability, displaying a conscious 
self-belief that they could inspire their learners positively, based on their own 
achievements and the knowledge and experience that they had gained during 
their personal and professional lives.  
 
(viii) The teachers were proud and self-fulfilled when they saw and learnt about 
their past learners’ successes in life and experienced a sense of satisfaction 
and gratification that they had personally contributed to a particular learner’s 
personal achievements, especially when such learner would thank them 
personally for the contribution to his development and success.  
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(ix) The teachers relied on their faith and used prayer as a way of 
communicating with God, and they followed the example of Jesus as their 
model teacher. 
 
(x) The teachers persevered to accomplish their goals in life, even if they had to 
make sacrifices to reach their dreams.  
 
7.2.2.3 Teachers exploited positive extrinsic factors of support 
 
It was concluded that several extrinsic factors played a crucial role in supporting 
teachers in their teaching career, which included the following: 
 
(i) The teaching profession provided teachers with much-needed and 
importantjob security. They were happy and grateful for their job, taking into 
consideration the high unemployment rate in South Africa and they also 
appreciated the employment benefits, such as a regular income, a pension 
fund, medical aid, housing subsidy, funeral cover, holidays, and some free 
time in the afternoons. 
 
(ii) Other people were making a huge impact on their lives as teachers through 
their support and understanding, namely their learners, the parents, 
colleagues, family members, such as husbands/wives, own children, siblings, 
grandparents, friends, and other key figures in the community, such as 
officials from the Department of Education, Education Specialists from the 
Teachers’ Centre and personal friends, as well as mentors from outside 
institutions, such as universities or faith-based organisations. 
 
(iii) Information sources: Various institutions with technological resources, such 
as computers, functioned as external sources of information that teachers 
could tap into to increase their knowledge and skills, thereby developing their 
teaching skills.  
 
(iv) Governmental support systems were in place to assist teachers, such as the 
Department of Education; the Provincial Departments with their District 
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Officers; Non-Governmental Organisations (NGOs); teacher unions; the 
media, such as radio and television, journals and newspapers; as well as 
feeding schemes.  
 
(v) Leisure time and free periods, such as some afternoons off and holidays, 
allowed teachers to gain new strength for their task. 
 
7.2.2.4 Teachers displayed strong characteristics of emotional intelligence 
 
The following could be concluded in this regard: 
 
(i) The teachers were able to perceive emotions well. 
(ii) The teachers could manage their own emotions very well. 
(iii) The teachers could manage the emotions of others well. 
(iv) The teachers could utilise emotions very well. 
(v) A strong relationship existed between these factors. 
 
These aspects correlated strongly with the preceding conclusions, confirming the 
teachers’ positive expression of emotional intelligence. 
 
7.3 IMPLICATIONS OF STUDY 
 
7.3.1 Unfavourable conditions of work, hardships and challenges 
 
(i) Learner related challenges 
 
It is obvious that learners from deprived environments will provide more challenges 
for their teachers. It means that the teachers find themselves in a situation where 
they are challenged to work with different types of learners who come from diverse 
backgrounds, are unmotivated and sit in overcrowded classes, and who 
consequently cause a lot of disciplinary problems.  
 
Further implications are that teachers are challenged to accept all learners and 
handle them with respect, despite their type and background, and motivate all 
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learners to see their schooling as a key to a better future. This means that teachers 
will have to work twice as hard to try to get the learners to do their school work, and 
to motivate them to finish what they have started. Teachers will have to use a 
diversity of teaching methods to try and get these learners to co-operate and work in 
class. It further requires from teachers to find strategies to handle large numbers of 
learners and disciplinary problems in their classrooms effectively. 
 
If teachers are not successful in this, the negative implication is that these factors 
could cause a lot of frustration and stress for them in their work, which could also be 
to the detriment of the learners. 
 
(ii) Parent-related challenges 
 
The fact that teachers do not receive the support they need from parents, that 
parents are uninvolved in their children’s education and do not co-operate with the 
school, or are absent, and that they are often unemployed and illiterate, means that 
such parents will be out of touch with what is happening at school. Further 
implications are that their children’s education is jeopardised, as they cannot assist 
with the problems their children experience at school, nor can they oversee or assist 
their children with their homework. 
 
Parent-related problems can also widen the gap between school and home. If 
parents do not earn an income to support their children, learners could look for other 
alternatives, such as dropping out of school to find employment to assist their 
parents. Some learners could even turn to crime, vandalism, burglaries and 
substance abuse, because of the cycle of poverty in which they might feel trapped. 
 
(iii) Frustrations about promotion 
 
The implication of the fact that the redeployment process cannot be finalised and the 
excess teachers do not want to move from their schools is that undue pressure is 
placed on the rest of the staff members, because Department Heads are often given 
additional work, while the principals are expected to teach. It also implies that 
 276 
 
timetables could be restructured and that some teachers could become 
overburdened with and stressed by additional work. 
 
(iv) Lack of resources 
 
A lack of resources has a negative impact on teachers’ execution of their duties. This 
may mean that teachers cannot give any homework, because not all the learners 
have text books. This means that learners can work in class only, limiting the time 
available to cover the work, and putting further pressure on the teacher.  
 
The lack of a library could mean that the learners cannot be given any research 
assignments. The alternative would be to send the learners to public libraries, which 
are not always accessible to the learners in their communities, apart from the fact 
that they usually cannot afford the transport cost to travel there. 
 
Not having any equipment, such as photocopying facilities, is a drawback for 
teachers, because this could hamper their teaching. For example, not being able to 
duplicate tasks or information for the learners would complicate their task and 
challenge them to find other solutions. 
 
(v) Insufficient government provision 
 
If the East Cape Department of Education (ECDoE) is incompetent in running an 
efficient department, the entire education system could crumble. This implies that 
teachers could become unmotivated, and their situation could be further aggravated 
by a lack of resources, overcrowded classes, lack of payment, and failure to fill 
vacant posts at schools.  
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7.3.2 Teachers display strong intrinsic characteristics that influence their 
teaching 
 
(i) Taking ownership for learners and taking responsibility 
 
If the teachers took ownership of their teaching and responsibility for the learners in 
their classes, the latter would have a better chance of becoming fully equipped to 
deal with the demands that they are confronted with in the deprived environment and 
school on a daily basis. Teachers, who substitute as parents for their learners, may 
be making up for what the learners are missing at home. Such teachers would also 
provide in learners’ specific needs. 
 
On the other hand, where teachers fail to take ownership and responsibility, and the 
learners are not supported with, for example, lifeskills programmes to enhance their 
physical, emotional and social well-being, they will not be successful at school and 
could have problems in adapting to adult life after school. 
 
(ii) Accommodating and involved 
 
If teachers are accommodating towards their learners, particularly those from 
deprived environments, there will be mutual acceptance between teachers and 
learners. Where teachers take note of their learners and are approachable and 
friendly, learners will learn to trust their teachers and would feel comfortable to 
discuss problems with them. Learners might in the process develop a more positive 
self-esteem, for example, through teachers’ involvement in their extramural activities. 
 
However, teachers who are very strict and unfriendly might give the learners the 
impression that they are not available, or approachable. The implication could be 
that the learners would avoid such teachers and it would therefore then be difficult 
for any rapport to be established between the learners and their teachers. 
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(iii) Motivating agents 
 
If teachers act as motivating agents, the learners could find it easier to follow the 
teachers’ examples as rolemodels and to do their school work. Such a situation 
could be conducive for effective teaching to take place. 
 
If teachers do not succeed in motivating their learners, or act as negative 
rolemodels, the learners would be less enthusiastic and passionate about school. 
They could become disruptive to the extent that the teachers would cease to enjoy 
tutoring that specific class, causing them a lot of stress. Teachers’ lack of motivation, 
eagerness and attention could promote learners’ negative behaviour in class. 
 
(iv) Loving, caring and understanding 
 
If teachers loved their profession, it could improve their teaching in the classroom 
tremendously, because their hearts will be in it, to the benefit of their learners. Such 
teachers would be at ease and enthusiastic about what they are doing and enjoy it at 
the same time, which could culminate in effective teaching taking place. 
 
If learners have loving, caring and understanding relationships with their teachers, 
they may believe that there are other adults who love them, care about them or 
understand them, and this could develop into numerous advances for them. 
However, it could perhaps result in teachers having a few favourites in class. The 
teachers may also become overprotective of some learners, or exclude some of the 
learners in class. 
 
However, if no mutual love and understanding exists between teacher and learner, it 
could jeopardise the trust relationship between them and destroy the learner’s 
chances of making progress at school. 
 
If the teachers and the community work well together, the implication could be that 
harmony could exist between the school and the community. It could also contribute 
to the establishment of good relationships of mutual support and service.  
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Teachers who love their country set an example for their learners, parents and the 
community, and could foster patriotism. Conversely, if teachers do not display 
patriotism, this will impact negatively on the learners, parents and community as a 
whole, with regard to devotion and loyalty. 
 
(v) Teachers display a positive attitude 
 
If teachers display a positive attitude towards their work and their learners, it could 
stimulate the learners’ interest in their schoolwork. They could become more 
motivated and start settinggoals for themselves, in pursuit of their further education. 
 
However, where teachers do not display a positive attitude, this could precipitate a 
negative attitude against their school work and life in general among the learners. A 
division mayalso develop between the learners and the teachers, or between the 
parents and the teachers.Some of the learners mayeven grow despondent and drop 
out of school, due to their teachers’negative attitudes. 
 
(vi) Teachers are innovative 
 
If teachers are innovative in their classes, their teaching would become more 
interesting and stimulating for the learners. Such teachers would improvise ways of 
reproducing learning materials, to make up for a lack of text books or teaching 
media. Such teachers would draw on their own knowledge, skills and inventive 
nature, to the advantage of their learners. 
 
However, if teachers are not innovative, it would be to the detriment of their learners, 
who would miss out on valuable learning and progress at school.  
 
(vii) Teachers are self-actualised, self-confident and goal directed 
 
If teachers are self-actualised, self-confident and goal directed, this could have a 
positive ripple effect on the learners. The learners could become inspired to strive to 
reach their full potential, develop self-confidence and have the desire to set goals for 
themselves, in order to reach their dreams. 
 280 
 
On the other hand, if teachers have no self-belief, they would not be able to serve as 
positive role models for their learners. This means that they would not be able to 
positively stimulate the learners and to use their own experiences and knowledge to 
motivate them. 
 
(viii) Proud and self-fulfilled 
 
If teachers are self-fulfilled and proud of their learners when they hear about their 
subsequent successes in life, feelings of self-fulfillment, success and pleasure could 
be experienced, while appreciating the positive effect that they had on the learners. It 
could motivate them further to be of value to their learners. If this is not the case, the 
teachers may not be interested in contributing to the learners’ progress and success, 
which would culminate in poor teaching and learning in the classroom. 
 
(ix) Teachers rely on their faith 
 
Not all individuals share the same opinion about spirituality. People practise their 
own religions and honour and participate in their own cultural traditions. The learners 
and their parents could be influenced positively if they are in agreement with the 
teachers’ and school’s belief systems. However, conflict could arise if the parents 
and their children do not share in the beliefs of the teachers, or the school. 
 
(x) Teachers can persevere 
 
Teachers who persevere in realising their own dreams will, by implication, convey 
the same positive characteristic to their learners. However, some teachers maybe 
very set in their ways and persevere in following their own minds only. Perseverance 
on the part of their teachers could therefore influence their learnerseither in a 
positive or negative way. 
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7.3.3 Teachers exploit positive extrinsic factors of support 
 
(i) Teaching profession 
 
Where teachers value their profession and experience job security, their teaching 
may be improved, because they would feel satisfied with what they are doing. The 
opposite also holds true: if teachers do not accept the importance of their teaching 
profession and are not sure of their positions, it might hamper their teaching and the 
learners’ learning in class. 
 
(ii) People 
 
If teachers experience that they are supported by their own colleagues, families, 
such as a spouse, children, siblings and other family members, or support systems 
of the DoE, their circle of friends, or other academic or religious mentors, it could 
enhance their strength in coping under difficult circumstances. It could enable the 
teachers to work hard, without guilt feelings, and encourage them to plough back the 
lessons learned from others, such as loved ones, experts and mentors. 
 
However, if the teachers do not enjoy the support of the various stakeholders in the 
community, they can begin to feel overwhelmed by all the problems manifesting in a 
deprived environment. It might also cause the teachers to leave the teaching 
profession, in search of an improved (and less stressed) work environment. 
 
Where teachers and their colleagues form cliques, this could cause some animosity 
among the excluded staff members. If such issues are not addressed by the principal 
and the school management team, it could cause strife and friction, which will affect 
their work negatively. 
 
The lack of a close relationship between the learners, parents and the school could 
cause some mistrust between them, and parents could develop feelings of inferiority 
towards a teacher.  
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If the family members of teachers are not loving and supportive, it could cause 
conflict and jealousy, with feelings of guilt on the part of the hard-working teachers.  
 
(iii) Information sources  
 
If the teachers are in touch with technological advances, they are more likely to be 
able to keep track of what is happening in the world of teaching. Consequently, it 
could contribute to improved exposure of the learners to the latest technological 
advances. 
 
Where the teachers are rigidly sticking to an older era’s methodology, the learners 
may soon be more informed about technological changes and advances than their 
teachers, which could create feelings of inferiority and resentment in the teachers. 
 
(iv) Government 
 
If the Department of Education and Provincial Departments, together with their 
district officers, Non-Governmental Organisations (NGOs); teacher unions; and the 
media, such as radio and television, journals and newspapers, provided teachers 
withadequate support, they would be better equipped for their arduous task in the 
classroom. However, if teachers are dissatisfied with the support they receive from 
the Government, they may become frustrated at their own inability to cope and fully 
understand what is happening in teaching. 
 
Where feeding schemes have been introduced at non-paying schools, 
children’sattendance and progress improved: they come to school knowing that they 
will be fed; in addition, they are better able to concentrate in class. Without these 
feedings schemes, many/most learners would fail, because of hunger and the 
resultant inability to concentrate in class. 
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(v) Leisure time 
 
If teachers had free time in the afternoons and over school holidays, they would be 
able to recharge their energy to become enthusiastic and provide effective teaching 
in the classroom. 
 
If teachers do not have the needed free time to recover from their hard work and 
school-related activities,their levels of frustration may grow at being overloaded with 
work and not being able to recuperate and spend time with their families. 
 
7.3.4 Teachers display strong characteristics of emotional intelligence 
 
If teachersworking in a deprived environment possessed emotional intelligence, they 
would be able to manage the challenges that they are facing in the classroom. Such 
teachers would possess the required intrapersonal and interpersonal competencies 
that would enable them to be aware of their own emotions and those of others. Their 
awareness should enable them to direct these emotions into the appropriate 
channels in order to adapt to and cope with environmental demands, whichwould 
include self-efficacy, proper relationships, and motivation. 
 
However, if the teachers lacked emotional intelligence, they could struggle to keep 
going amidst the challenges posed by teaching in a deprived environment. 
 
(i) If teachersare able to perceive emotions well, they would probably 
beattentive of emotions, able to recognise, identify and understand emotional 
energy in themselves and their learners, and be able to deal with social 
situations that could stir up emotions in the classroom. 
 
(ii) If teachersare able to manage their own emotions very well, they would 
possibly be in control of their own emotions and able to use these emotions 
effectively, to show emotion, handle the emotion fittingly and guide the 
emotion in the correct direction, implying that they are in command of, can 
reason with, and can regulate and channel their own emotions appropriately, 
especially in the classroom. 
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(iii) If teachers are able to manage the emotions of others well, they may 
beinterpersonally sensitive, perceptive and responsive to other people’s 
emotions in social situations and relationships with others, demonstrating 
empathy, understanding, consideration, availability, service, and tolerance of 
other persons, the ability to co-operate, share, and be patient towards others. 
This could have a bearing on the emotions of their learners, parents, 
colleagues, family, friends and community members. 
 
(iv) If teachersare able to utilise emotions very well, they will illustrate their 
social expertise and sociability in the way they relate to, value, make contact 
with, respond to, and communicate with their learners, parents, colleagues 
and other significant people at school, while building, managing and 
sustaining relationships and social networks, allowing them to lead, or to 
influence, support, persuade and help develop their learners, and also to take 
responsibility for and listen to them, work in a team and co-operate with 
others, bring about change, as well as detectthe emotional climate in a 
situationand manage conflict at school. 
 
(v) If a strong relationship exists between these factors of teachers’ EI, it 
implies that they would be in touch with their emotions and able to manage 
their own emotions and those of others, including their learners, while at the 
same time utilising emotions towards the best result, giving sound and strong 
signals of theirpersonal emotional intelligence. 
 
7.4 RECOMMENDATIONS OF STUDY 
 
Based on the above research implications, the following recommendations may be 
formulated, which could serve as guidelines for teachers working in deprived 
environments: 
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7.4.1 Unfavourable conditions of work, hardships and challenges 
 
(i) Learner related challenges 
 
It is recommended that teachers be equipped and trained to work with all types of 
learners, from all kinds of backgrounds, and be prepared for the challenges 
confronting them in terms of strategies to motivate and discipline such learners and 
work with large groups in one classroom.  
 
Therefore, teachers must be taught to be empathetic, show respect and care about 
learners from diverse backgrounds and who experience challenging circumstances. 
These courses have to guide teachers in creating an inviting environment in class, in 
which learners will feel accepted as worthy persons. Teachers should be empowered 
with strategies of effective teaching, to address the problems related to learners from 
a deprived environment. 
 
During Practice Teaching, student teachers should also be exposed to schools 
situated in deprived environments, to gain experience and understanding of learners 
in a deprived environment.  
 
As teachers experience many stressful situations related to learners from a deprived 
environment, they need the support from the Department of Education, in the form 
of regular in-service training and professional development workshops that address 
the challenges and problems they experience related to the learners in their class. 
The Department of Education should make an effort to appoint more teachers so that 
class sizes can be reduced. Schools that are short of furniture should be supplied 
with desks and chairs. More schools should be built to accommodate all learners.  
 
Government should control school feeding schemes to feed the many hungry 
children found in deprived environments, in which high unemployment rates and 
poverty are prevalent.  
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The teacher training colleges that had been operating successfully in the previous 
regime should be re-opened so that more teachers can be trained in the basic 
foundations of teaching. 
 
In cases where learners experience serious barriers to learning, parents should be 
referred to a psychologist for an assessment of such learners, and possible 
guidance and information to assist such children.  
 
(ii) Parent-related challenges 
 
It is recommended that parents be educated about the role that they have to play in 
their children’s school career and academic progress. This can be achieved through 
regular meetings at school. At such meetings, parents can be educated by suitable 
professionals regarding their children’s education, problems and involvement at 
school.  
 
The school should advise parents how to motivate their children to become involved 
in extramural activities at school, so that they do not have to stay home alone and 
unsupervised for long periods of time while their parents are working. The school can 
also arrange afternoon classes and Saturday morning classes so that learners can 
study, under controlled conditions, after school hours. Report cards should be issued 
only if the parents come and fetch them from the school themselves. That would 
ensure more personal contact and interaction betweenparents and teachers. 
 
Parental co-operation must be invited and encouraged through the introduction of 
social functions that will attract the parents, for example, to raise funds for the 
school. At each of these functions, guest speakers could be invited to educate and 
encourage the parents in respect of their parental roles and functions. 
 
The teachers could identify parents who possess specific skills to assist the school 
in, for example, painting, repairs and plumbing work, for which they could be 
remunerated and praised, to make them feel worthy, accepted and appreciated. 
Thus, stronger links can be established between the school and the parents, drawing 
on the positive contributions of the parents.  
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The school governing body plays a fundamental role as a structure of the school, 
and the parents involved can be employed to persuade those parents who are not 
involved in their children’s school career and learning to become actively involved in 
the structures of the school and their children’s education.  
 
Parents who are not in a position to pay school fees could be requested by the 
school to do odd jobs on the school premises, such as fixing broken windows or 
cutting the grass, in lieu of paying school fees.  
 
(iii) Frustrations about promotion 
 
It is recommended that the Department of Education speed up the process of 
redeployment and the moving of the excess teachers so that temporary teachers can 
be appointed permanently. It is vital that the shortages of teachers at schools be 
identified so that all vacant posts can be filled. 
 
(iv) Lack of resources 
 
It is recommended that the teachers allow their learners to finish their homework in 
class, to address the challenge of insufficient textbooks. If no library is available, the 
teachers should conduct research on the internet and duplicate the notes for their 
learners. If no equipment, such as photo-copiers, is available at school, the teachers 
can ask the learners to make a small contribution, and the copies can then be made 
by the teacher at the local library. Teachers should feel challenged to use every-day 
articles as media to stimulate their learners, such as old newspapers and magazines 
for oral work.  
 
(v) Insufficient government provision 
 
It is suggested that the Department of Education appoint more teachers to fill 
vacant posts. That could reduce the workload of teachers and would contribute to 
smaller classes and more efficient teaching and learning in the classroom. 
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Learning material, such as textbooks and any learning support material should be 
delivered on time.  
 
Secondary school learners should be encouraged to pursue a career in teaching by 
making bursaries available for their tertiary studies, in order to address the shortage 
of teachers experienced. 
 
7.4.2 Teachers display strong intrinsic characteristics that influence their 
teaching 
 
(i) Taking ownership for learners and taking responsibility 
 
It is recommended that teachers encourage learners who are experiencing problems 
with coping skills in their daily lives to enroll in the programmes available out of 
school programmes, such as life skills, to develop their general ability to overcome 
their shortcomings.  
 
Teachers should also initiate and plan programmes or workshops at school to boost 
learners’ self-concept and build their confidence. Learners should be encouraged to 
participate in various workshops focusing on, for example, peer mediation, peer 
educators, backpackers and peace clubs, to acquire leadership skills and build their 
self-esteem. Learners can be rotated on a quarterly basis as class monitors, in order 
for them to become responsible and develop their leadership skills.  
 
(ii) Accommodating and involved 
 
Teachers should make an attempt to understand their learners and their 
circumstances, in order to be more accommodating towards them. Being available 
and showing an interest in learners might help them to establish a more positive self-
concept. Teachers could hold informal personal discussions with the learners about 
their circumstances so that the learners may realise that their teachers are actually 
friendly and approachable;persons who can be trusted. 
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(iii) Motivating agents 
 
It is suggested that teachers, as motivating agents, employ strategies to motivate the 
learners in their class. To grab learners’ interest, teachers must know what their 
learners’ interests are and take that into consideration when preparing lessons. The 
subject matter should be linked to the learners’ background and the events that are 
happening in their lives on a daily basis. Incentives could be offered to learners who 
are behaving and showing some progress in their school work, such as quarterly 
diplomas. The learners could also be issued with badges at assembly, to encourage 
other learners to follow suit. Pictures of learners’ sporting or other achievements 
could be reproduced in newsletters to the parents. 
 
(iv) Loving, caring and understanding 
 
Teachers should appreciate the many joys and rewards of a teaching career, value 
the impact they have on the lives of their learners, and display their enthusiasm and 
pleasure to the latter. It is proposed that loving, caring and understanding teachers 
should make time to listen, support and encourage learners, to ensure their progress 
and development. Teachers need to give the learners more positive than negative 
feedback, to enhance their learning. However, they should refrain from having 
favourites in class and must love all the children assigned to them for the year, 
unconditionally and equally.  
 
In order to establish a closer link between the community and the school, teachers 
could do some community service in their free time. Teachers could empower and 
equip the community by, for example, presenting workshops on parenting skills after 
hours. 
 
Teachers can show their love for their country by arranging and participating in 
celebratory events and programmes, such as for Freedom Day, or assisting the 
community, especially the elderly, by educating them about their rights and 
responsibilities in terms of the Constitution.  
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(v) Teachers display a positive attitude 
 
It is recommended that those teachers who generally display a positive attitude be 
used to motivate and encourage the learners during school assembly or a special 
workshop, with regard to upcoming events, for example, fund-raising, examinations, 
or a cultural or sports event, or life in general.  
 
(vi) Teachers are innovative 
 
The teacher should be able to come up with a solution for a teaching problem he 
experiences in class, such as making copies of some of the work and giving each 
learner a copy, if a lack of learning materials is experienced. Teachers should also 
be inventive in using inexpensive, everyday objects to make their teaching more 
stimulating and interesting, such as a handmade tin guitar, tin shakers, or tin drums, 
when discussing the development of music instruments. Old newspapers can be 
used to make paper maché items, such as balls, bowls or hats. 
 
(vii) Teachers are self-actualised, self-confident and goal directed 
 
It is recommended that the Department of Education implement a system of 
incentives to keep the teachers motivated. These incentives should not just be based 
on the learners’ performance, but aimed at teachers who are fulfilling their 
aspirations for personal and interpersonal development, such as obtaining a higher 
degree or completing a course. Teachers with self-belief should also strive to 
become life-long learners, and study further, to enhance their personal lives and to 
develop the learners to reach their goals. 
 
(viii) Proud and self-fulfilled 
 
It is proposed that the principal of the school ask some successful former learners to 
address the school assembly, to express their gratitude towards the teachers who 
motivated them to achieve their goals in life. This may inspire the rest of the school 
to follow in their footsteps in achieving their goals and rising above their 
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circumstances. Surely, this will make their teachers even more proud and self-
fulfilled. 
 
(ix) Teachers rely on their faith 
 
It is important that teachers be educated about the different religions in South Africa 
during their student training. They must be taught the necessary empathy and skills 
and be knowledgeable in dealing with the various religions that they may encounter 
in their classroom.  
 
Parents must also be informed about the religious practices followed at the school at 
which they enrol their children. Parents must be willing to accept the school’s code of 
conduct and abide by the practices of the school. 
 
The Department of Education must have policies in place regarding religious 
practices in schools. Teachers’ training programmes must be implemented and 
arrangements must be made for the in-service training of teachers who are currently 
teaching, with regard to current policies and religious practices. 
 
(x) Teachers can persevere 
 
Teachers who have endured certain hardships in their lives can be used as role 
models for their learners. They can share their stories to inspire the learners in their 
classes. Their self-disclosure can encourage the learners to set goals for themselves 
and improve their self-belief. 
 
7.4.3 Teachers exploit positive extrinsic factors of support 
 
(i) The teaching profession 
 
It is recommended that teachers first be appointed on probation for one to two years, 
to determine if they can cope, and to establish how dedicated they are towards their 
work and profession. A mentor should also be assigned to each teacher to assist him 
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with any problems that he might encounter. After the probation period, he should be 
assessed to see whether he still wish to proceed with and pursue a teaching career.  
 
Teachers who are openly appreciative about their profession can be formally 
requested to give a talk in a staff meeting, in order to motivate their colleagues in this 
regard. Such teachers usually also informally carry out a strong influence on their 
colleagues. 
 
(ii) People 
 
With regard to teachers, it is advisable that the formation of cliques among 
colleaguesbe discouraged. Staff could have regular team building sessions, to 
encourage staff members to interact with each other. Sessions can be held in which 
the teachers are allowed to voice their opinions about certain issues happening at 
school with which they do not agree. These sessions could also be held with smaller 
groups, and different grade heads, during which the teachers can express their 
views more openly and freely.  
 
Regular workshops can also be arranged for the personal development of staff, 
focusing on, for example, conflict management, with professionals from other outside 
institutions, such as the university, to serve as mentors.  
 
Schools could introduce a buddy system, in terms of which experienced teachers 
can assist new teachers.  
 
Staff members usually appreciate social events, during which colleagues can simply 
get together informally and enjoy the opportunity to relate, relay and bond. 
 
Parents can be encouraged to serve on school governing bodies to give them a 
sense of purpose and involvement. Schools could arrange workshops, such as 
parenting skills workshops, to equip the parents with skills to assist in dealing with 
their children and empowering them as parents.  
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If children are growing up in an insecure and disadvantaged environment, this should 
be brought to the attention of the social workers, so that they can assist them in 
placing them in a secure environment. The children could be placed in foster care if 
no-one in the family is in a position to look after them. Foster parents could also 
apply for a child grant to assist them financially in raising these children. 
 
Teachers must plan their time so that they can spend time with their own families, 
so that their work responsibilities do not cause unnecessary conflict between close 
family members. The teachers must first see to the needs of their own children, so 
that they will feel loved and cared for, even though their parents may carry a heavy 
burden at work. 
 
It is suggested that schools appoint different committees, consisting of various 
stakeholders in the community. These people can be divided into sub-committees to 
assist the school in numerous ways, such as safeguarding the school premises and 
the teachers against unruly elements from outside the school. 
 
(iii) Information sources  
 
The teachers should not remain behind in this era of rapid technological 
development. They should, for example, enroll for a course in computer training, so 
that they will remain informed about the technologies used in modern classrooms, 
such as data projectors, to present their lessons. They should also be able to use the 
available technology to improve their teaching, for example, in conducting research 
on a topic, or presenting a PowerPoint lesson, if the technology is available. 
 
(iv) Government 
 
The Department of Education should host regular sessions for in-service teachers 
to update their skills and knowledge. The services of NGOs could be utilised to 
assist in respect of particular issues. 
 
The school feeding schemes should be operated by teachers and parents from the 
school and the service providers must be selected from the community. 
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(v) Leisure time 
 
It is important that teachers do not view their afternoons and school holidays as free 
time during which they can do absolutely nothing, but use it creatively to catch up 
with unfinished business, as well as recuperate their strength to resume their 
responsibilities with renewed energy and enthusiasm. 
 
7.4.4 Teachers displaystrong characteristics of emotional intelligence 
 
It is recommended that teachers working in a deprived environment, who already 
possess emotional intelligence, should strive to improve and develop their emotional 
intelligence further. This could be done by embracing all the professional 
development opportunities that are offered to teachers, such as workshops. Such 
teachers should act as role models and mentors for other teachers, formally and 
informally, by arranging to have class visits and to hold informal discussions to 
enquire if their colleagues are coping and whether they need any assistance.  
 
(i) It is further suggested thatthe teacher who is able to perceive emotions well, 
and isattentive of emotions and able to recognise, identify and understand 
emotional energy in himself and his learners, should be requested to deal with 
social situations that can stir up emotions in the classroom or the school. 
 
(ii) It is proposed that the teacher who is able to manage his own emotions 
very well, feels in control of his own emotions and is able to use emotions 
effectively, shows emotion, handles the emotion fittingly and guides the 
emotion in the correct direction, be asked to assist his colleagues in regulating 
and channelling their emotions appropriately, especially in the classroom. 
 
(iii) It is advised that the teacher who is able to manage the emotions of others 
well, and who is interpersonally sensitive, perceptive and responsive to other 
people’s emotions in social situations and relationships with others,be 
harnessed to solve emotional crises at school that may arise between 
learners, parents, colleagues and community members. 
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(iv) It is suggested that the teacher who is able to utilise emotions very well, 
who illustrates his social expertise and sociability in the way he relates, makes 
contact with, responds to and communicates with the learners, their parents, 
their colleagues and other significant people at school, who can bring about 
change, as well as detect the emotional climate in a situation, be utilised to 
handle issues regarding problematic relationships, social networks and 
conflict at school. 
 
7.5 LIMITATIONS OF RESEARCH STUDY 
 
A rigorous attempt was made to carry out an in-depth study of the main topic of this 
research study. However, the following limitations have nevertheless been identified: 
 
! The teachers were selected from one deprived environment only, namely from 
the Walmer Gqebera Township.  
! Within the scope of this study, no comparison was made with teachers from 
another deprived environment. 
! Only urban teachers participated in the research, because of the demarcation 
of the study; no rural teachers were included. 
! It was difficult to involve more respondents from the three schools in the 
relevant Township, and therefore a relatively small sample was used for the 
quantitative investigation. A bigger sample may have produced a different 
result. 
! Although all three schools in the relevant Township were included in the 
research, more participants could not be included, and therefore the research 
findings and results cannot be generalised to other deprived environments: it 
is relevant and significant only for the teachers who were involved in the 
research. 
! It was challenging to analyse the qualitative data into relevant themes, 
categories and sub-categories for the purpose of this study, because of the 
vast bulk of information gathered, as well as the fact that emotional 
intelligence is such a complex, comprehensive and multi-faceted construct. 
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7.6 RECOMMENDATIONS FOR FURTHER RESEARCH 
 
Based on the limitations enunciated above, the following suggestions for further 
research are made: 
 
! A similar research study could be conducted with teachers, including teachers 
from other deprived environments. 
! A comparative study between the results of this study and other deprived 
environments should offer interesting conclusions. 
! Rural teachers from deprived environments should also be involved in such a 
study. 
! A bigger sample should be used for another study, to determine if the results 
will differ, and to be able to generalise the research outcomes. 
! A comparison between an environmentally deprived school and a privileged 
school should be made to see what the outcome will be in terms of similarities 
and differences with regard to teachers’ emotional intelligence. 
! Research on how the emotional intelligence of teachers could be improved 
further, could provide interesting results. 
! Research on the emotional intelligence of parents in deprived environments, 
and that of parents in privileged environments, could also generate fascinating 
outcomes. 
 
7.7 FINAL CONCLUSION 
 
This chapter presented the conclusions, implications, recommendations and 
limitations of this study, as well as suggestions for further research.  
 
This study focused on the experiences of teachers teaching in a deprived 
environment, with specific reference to their emotional intelligence. A mixed-methods 
paradigm was employed to answer the research questions. In terms of the qualitative 
approach, narratives and drawings were used to gather the information, and in terms 
of the quantitative approach, a questionnaire was administered. 
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The significance of this study lies in the results that revealed that the participating 
teachers possessed strong characteristics and support systems that enabled them to 
maintain their good efforts and cope amidst their difficult circumstances in a deprived 
environment.  
 
Finally, it may be concluded that the participating teachers possessed emotional 
intelligence. The research results were integrated in order to discuss possible 
implications for teachers’ teaching and make recommendations to further promote 
effective teaching.  
 
Therefore, the researcher is satisfied that the study clearly accomplished all the 
research goals formulated at the onset; and provided a thorough perspective on the 
emotional intelligence of teachers working in a deprived environment. 
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EXAMPLE OF BIOGRAPHICAL INFORMATION AND 
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SECTION A – BIOGRAPHICAL INFORMATION 
 
Place a cross where appropriate: 
 
 
1. Title 
 
Mr.  Mrs.  Miss.  Ms.  Other:  
 
 
2. Gender 
 
Female       Male  
 
 
3. Age 
 
20-29  30-39  40-49  50-59  60+  
 
 
4. Years teaching 
 
1  1-2  3-4  5-9  10-19  20+  
 
 
5. Highest teaching qualification  
 
  
PTC  PTD  HDE  BA  
 
B.Ed  B.Ed Hons  M.Ed  Other:specify  
 
 
6. Post positioning 
  
 
Post 
level 1 
 HOD  Deputy 
principal 
 Principal  Other: 
specify 
 
 
7. Home language 
 
isiXhosa  English  Afrikaans  Other (specify):  
 
 
 
 
SECTION B: THE ASSESSING EMOTIONS SCALE 
 
Directions: 
 351 
 
Each of the following list of statements asks you about your emotions or reactions associated with 
emotions. After deciding to what extent you agree that a statement is generally true for you, use the 5-
point scale to respond to the statement. Please circle the “1” if you strongly disagree that this is like 
you, the “2” if you somewhat disagree that this is like you, “3” if you neither agree nor disagree that 
this is like you, the “4” if you somewhat agree that this is like you, and the “5” if you strongly agree that 
this is like you.  
 
There are no right or wrong answers. For each statement, please give the response that best 
describes you.  
 
    1 = strongly disagree 
    2 = somewhat disagree0 
    3 = neither agree nor disagree 
    4 = somewhat agree 
    5 = strongly agree 
 
 
1. 
 
I know when to speak about my personal problems to others. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
2. When I am faced with obstacles, I remember times I faced similar obstacles and overcame them.  
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
3. 
 
I expect that I will do well on most things I try.  
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
4. 
 
Other people find it easy to confide in me. 
 
1 
 
2 
3 
 
 
4 
 
5 
 
 
5. 
 
I find it hard to understand the non-verbal messages of other people. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
6. Some of the major events of my life have led me to re-evaluate what is important and not important.    
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
7. 
 
When my mood changes, I see new possibilities. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
8. 
 
Emotions are one of the things that make my life worth living. 
 
1 
 
 
2 
 
3 
 
4 
 
5 
 
 
9. 
 
I am aware of my emotions as I experience them. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
10. 
 
I expect good things to happen. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
11. 
 
I like to share my emotions with others. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
12. 
 
When I experience a positive emotion, I know how to make it last. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
13. 
 
I arrange events others enjoy. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
14. 
 
I seek out activities that make me happy. 
 
1 
 
2 
 
3 
 
4 
 
5 
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15. I am aware of the non-verbal messages I send to others. 1 2 3 4 5 
 
 
16. 
 
I present myself in a way that makes a good impression on others. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
17. 
 
When I am in a positive mood, solving problems is easy for me. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
18. By looking at their facial expressions, I recognize the emotions people are experiencing. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
19. 
 
I know why my emotions change. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
20. 
 
When I am in a positive mood, I am able to come up with new ideas. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
21. 
 
I have control over my emotions. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
22. 
 
I easily recognize my emotions as I experience them. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
23. 
 
I motivate myself by imagining a good outcome to tasks I take on. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
24. 
 
I compliment others when they have done something well. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
25. 
 
I am aware of the non-verbal messages other people send. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
26. When another person tells me about an important event in his or her life, I almost feel as though I have experienced this event myself. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
27. 
 
When I feel a change in my emotions, I tend to come up with new 
ideas. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
28. 
 
When I am faced with a challenge, I give up because I believe I will fail. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
29. 
 
I know what other people are feeling just by looking at them. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
30. 
 
I help other people feel better when they are down. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
31. 
 
I use good moods to help myself keep trying in the face of obstacles. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
32. 
 
I can tell how people are feeling by listening to the tone of their voice. 
 
1 
 
2 
 
3 
 
4 
 
5 
 
 
33. 
 
It is difficult for me to understand why people feel the way they do. 
 
1 
 
2 
 
3 
 
4 
 
5 
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INTERVIEW NR 12 
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Feel relaxed and talk from the heart, I want to hear your life story as a teacher. 
Why are you still teaching in a township school? 
I… I… feel I am making a contribution although it is smaller as I had hoped it would 
be but I still feel that I have a contribution to some youngsters that could have gone 
astray but have it not been for the loving touch that that I feel I contribute. 
 
When did you start your teaching career and who inspired you to become a 
teacher? 
 
I always loved languages but I never loved teaching, because I … I never liked being 
a teacher but then circumstances changed here, for example the … circumstances 
during my high school years, I had planned to be a physiotherapist but my marks 
were not good enough and because there are some subjects, that I… I… had not 
written because of disturbances. Then my exemption allowed me to go to university 
where I pursued my love of English literature where I started towards becoming a 
teacher. 
 
Who inspired you to become a teacher? 
 
Ohh … I had … I had … a handful of loving teachers they were both males. There 
was one … at my primary school who taught me in standard five, there was another 
who taught me, Mr XXX the late Mr XXX who taught me at standard six and they 
both contributed a lot for my love for English literature … for English language mainly 
which I currently teach. 
 
Tell me about your experiences as a teacher in this deprived environment. 
 
The main problem in this community is the alcohol consumption, the … the … lack of 
parental involvement in the learners’ education and development, those are the 
things… the things that really hinders our progress because in some areas we do 
have parents who don’t have much but they do care to look after their children. But 
with us here there is so much alcohol abuse as a result we teach mainly learners 
who are battling at home who cannot make ends meet not because they are poor, 
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but there is this abuse of money, income, because of the alcohol consumption by 
many parents or care parents. 
 
How do you as a teacher cope under such difficult circumstances? 
 
I believe we are one of the few schools in … in… Port Elizabeth that has so much 
support from our surrounding neighbours. We have many companies and individuals 
even white people mainly who come to our aid and as a result we do … we really do 
not lack much with regards to teaching material and other resources. I cannot 
honestly say that we are battling as a school. Just that we deal with large numbers, 
one would love to have smaller classes but then, you know the departmental issues. 
We don’t have everything that we need from and then also the vandalism of the stuff 
we … we posses over the years or we accumulate most of the things that we have 
get stolen by the very, we suspect but we cannot be certain but we suspect that 
there are many burglaries and some of the burglaries are some of the learners or 
former learners. 
 
But how do you as a teacher cope? 
 
I … I … cope because I am a spiritual person. I get time off over weekends. I come 
Saturdays because I am a member of the women’s prayer union and that really 
strengthens my soul and whenever I come on a Monday morning to school I have 
renewed strength because I think of the spiritual upliftment I get from being a 
Christian. 
 
If you look back on your teaching career what would you say are the things 
that make you stay in the teaching profession? 
 
I would say one major thing that made me stay is my love of it. I grew, teaching grew 
on me, if you remember I said that I did not like it at first, but it just grew on me and I 
intend to enjoy it. An added benefit of being a teacher, and as a mother I have time 
to bring up my children. I have time with my children in the afternoon but that is what 
I love most about it. That is also the … the … feedback that we get from learners 
who progress, the one’s that you support emotionally from having been through 
difficulty when they grow up and see them progressing through life and it just 
inspires me too. Yes to even stay longer. 
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How do you feel when you see that some of your past pupils have excelled in 
life? 
 
It makes me tremendously proud. Only this morning I … I … went to see a social 
worker Ms XXX. She is a former pupil of mine who handles a case that I brought to 
their office and that makes me so comfortable that this is a person that was just a 
humble, simple motivated pleasant young girl then, but now she towers over me at 
her office and she handles me so beautifully and that makes me so proud. 
Sometimes you bump into young beautiful ladies and one would say, you know mam 
I just come from London. It just makes you so proud when you know that they come 
from this dusty township and some … some … who I called, parents is just makes 
you so proud. 
 
What support systems do you have in your life that keeps you going? 
 
My husband … at home … and there is some in my work environment. There is 
some improvement, some positive … very positive people around me. I surround 
myself with positive people. 
 
If you look at the picture that you drew, what does this picture depict about 
you? 
 
What I wrote here at the back is this morning that I feel motivated because I just had 
my hair done and I had this beautiful scarf around my neck and I felt so light hearted 
and rejuvenated. (Laughing) 
 
Is there anything else that you can think of that helps you to carry on being a 
good teacher? 
 
The support of … the support of agencies of the University people like you XXX and 
XXX. There’s I … I … really drew I got the, the focus that was an eye opener for me. 
There was a lot of energy and good that I wasn’t aware that I still had in me and I’ve 
learnt to tap onto that. There are major projects, that I intend embarking on and I am 
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looking forward hat you people cultivated that in me. So those are the people that 
really help support me. People that you come across who are called friends of the 
school that I am really grateful for. 
 
Can you tell me more about the project that you intend to embark on? 
 
Uhm … uhm … I… mean I … would like to have a camp site because whatever we 
need to do with the learners we battle because we are a school that has needs and 
big numbers and many of the learners that are at our school are not exposed to 
outings and such excursions and they tend not to respect private property. 
Sometimes you feel fearful when you take them out to private places because you 
sometimes fear that things will be broken. You see and now sometimes you feel if 
we had our own or some of us at a camp site where we could take them regularly 
you teach them to respect private property. When you go and see a place and leave 
it like you found it. I … I have two sons, two handsome beautiful boys that I am 
raising and my two nephews. I’ve … I’ve noted that uhm … I’ve grown loving boys 
and what I have noted in the community is that, that there is a lot of programs that 
are … that are carried through, that are focused on girls but mainly I have noted that 
the boys are in dire need of such projects as well. So I have in mind something that 
will involve boys opening up because they tend to bottle up their feelings and they 
are becoming aggressive especially when they come to high school, they find they 
have been exposed to terrible things. Some have even been involved in crime as 
well. So you feel that you could take them to a camp to help them and expose them 
to positive influences. Just coming again I can see from primary school even 
because it is terrible we receive them as broken as they are, they are quite a 
handful. 
 
It is true what you are saying that it is important to expose the learners to a 
different environment and to help them to cope with their difficult 
circumstances.  It will also be very helpful to get some motivational speakers 
to motivate them. 
 
Yes. I have a wonderful pastor, Pastor XXX whom I have in mind who will help and 
guide us. 
Thank you very much for your valuable contribution, it is much appreciated. 
INTERVIEW NR 19 
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Feel relaxed and talk from the heart, I want to hear your life story as a teacher.  
Why are you still teaching in a township school? 
 
Ehr … I was born here in XXX nê, so, my family, my sisters and my cousins are all 
here in XXX. I didn’t like teaching before I wanted to be a nurse then when I passed 
standard ten I worked at XXX hospital it was XXX then. Then I was working shifts 
then, night shifts. Then I, as I was working at XXX then I discovered that no man this 
is not what I want (laughing). Then I saved money when I was working though so 
that I can go to the college because my parents were very old. So I saved money 
and then I went to the college with that money, yes. So … as I was taking practicing I 
thought it was easy to teach kids but I discovered it’s not easy. You have to be 
patient and the classes they were overcrowded. Then I started teaching in 1994 then 
I was in grade 1 which was very, very difficult for me, so it was very difficult for me 
because it was my first time teaching there and I went to grade 1. So the program in 
our society’s most of our kids especially that child that did not go to the crèche, they 
just start here at grade 1. So you have to teach the child behavior first, how they 
should be behaving in class because they were doing funny things, they were not 
told how to behave as children at home and especially they are coming from these 
homes shacks houses living in one room with their parents. It’s overcrowded by the 
family, everything is been done here in front of them. So you have to teach them how 
to behave as a learner in class. So most of your time you spend time with discipline 
than teaching so I found out joh … it is not easy for me but I tried and I managed to 
have a number of kids to pass that grade. Then fortunately for me in the following 
year the principal decided to move me to grade 2. So I taught grade 2 children for 
two years. So when I was in grade four I discovered that most of the kids didn’t have 
the foundation a good foundation ending. Also I discovered that when I am in that 
grade they are very lazy compared to when they are in grade one to my experience 
because although it is not easy to teach grade one. They are challenging and they 
are interested in education. So as the time goes on that becomes a very great effort 
trying to get them through grade one. So I have decided to go back, it’s me who 
decided to go back to grade one because there was a space here and the principal 
asked who wanted to teach grade one and most of the people don’t want to teach in 
grade one because it’s not easy. And the reason why I decided to teach grade one 
my child is there at XXX school so I see things that she was doing there in grade 
one. Then I said to myself, what a child can do there I can also try with these kids. 
So now I am in grade one and I do my best in class and because with these kids 
who wants to learn and are interested in doing everything. They are challenging you 
even if you are busy with something else. They would come and say ‘teacher can 
you see I have done this’. So that is what I like about them. I think it is a good thing 
to work with these kids and I also I just want to because they are coming from this 
poor environment.  So I just want to uplift the standard of this community because of 
their poor background most of their parents are sick, most of them they don’t have 
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both parents. They are staying with those grannies and those grannies are still not, 
are also sick those women who are looking after them. So … I think I like teaching 
now and I am trying to do my best for them and if I have a problem with a child I try 
to call the parent to come to school to see if the child is not progressing and I will 
also tell her she must come and check the books of the child and help me whenever 
I want them. 
 
Did your previous experience as a nurse helped you in your teaching career? 
 
No, I was not a nurse I was just a cleaner, when I went there I was just a cleaner. 
 
Oh! And then you decided to become a teacher. What are your other 
experiences as a teacher? 
 
Uhm … other experiences as a teacher, I think there are so many (laughing) that we 
found out that parents doesn’t help our kids at home. Even though you ask the 
parent to come to school as I arrived last week, since last year there is a child in my 
class I asked the parents to come to school so that I can tell them about the problem 
of the child, because the child is repeating grade one now. So far the whole year that 
parent didn’t come and there are aunties there who are staying there nearby and 
then I asked a aunty who stays closer to that parent. Then I also send to that house 
to ask that mother to come to school so that we can talk about her child. She will just 
promise that she is coming but she never comes so the child failed. This year I also 
started doing that then the parent will come so even last week on Monday I called 
the parent because there was a problem because the child has messed himself, then 
I took kids here to send the child back home. Then I said to those kids you must tell 
the person that he must change so that she can be right because she is not right 
now. The following day when I was in class then the mother of the child was passing 
I smelled something. When the child was nearer to me then I asked what’s your 
problem did you not wash, then the child said yes teacher I washed my face. Who 
washed your face? It was my brother his brother is also a young learner there at 
XXX primary school. Where’s your mother? My mother is not going to work she just 
wipe doing that as from yesterday he was doing the same thing and that day he 
didn’t wash at all. Those are the problems that we encounter as teachers but you 
see the parents don’t care about their kids. Then I send them back home again. 
Then he was washed by his uncle. Then his uncle doesn’t have the telephone 
number of his sister then he checked to the neighbours and then he came back to 
school with that phone number. I phoned the parent it was the first time, her number 
then I didn’t know what happened to that first number, but every time you tried you 
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didn’t get through. So when I got this number I phoned her, she promised that she 
will come to school on Thursday and the principal said I want to talk with her but 
Thursday comes she didn’t come, we are still waiting for her. Those are the 
problems that we encounter as teachers. Children are … parents doesn’t take care 
of their kids they do whatever matters and the child they can see that even the 
children in the classroom are just very … very I don’t know how to put it. But you are 
unable to control it because you can see that the parent doesn’t care for them there 
at home. 
 
So they are becoming disruptive? 
Ja … uhm… 
 
How do you as a teacher cope in this deprived environment? 
Uhm … sometimes you become stressed.   
How do you cope with the stress? 
 
I’m trying, because I’m just telling myself because this is not the … the … child’s fault 
it is the parents’ fault. So what I want to do I must give love to those kids. I must treat 
them as my kids so that they can be better people in life. 
 
What support systems do you have in your life that keeps you going in your 
job? 
 
No I don’t have any support at home so I am just there with my two kids. 
 
Do you have family and friends to support you? 
 
Wow … when I went to my house it’s just my kids. 
 
And at school? 
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Yes I do have friends here at school so we share our problems and get advice from 
others. Even now I am having three kids and they are also repeaters. I asked 
another teacher to help me to … to … see to these learners. This teacher is one of 
the best teachers who can deal with slow learners. So I took these three kids and I 
send them to this teacher so as I am talking to you right now, they are in that class 
now trying to check what is their problem and also I have done this with the slow 
learners because she has done a course to help them. 
 
If you look back on your whole teaching career what made you stay in the 
teaching profession? 
 
Ja … as I said my kids, one of my kids is there at XXX university and she is doing 
her B.Tec and auditing. So what I am telling you is that the money that I got took that 
child to XXX. It is the money that I have received is from these kids who are coming 
from a poor environment. So when I am here I must do my best because I managed 
to take my kids to that upper level. 
 
That is so true to give these learners also a chance to perform in life. How do 
you feel when some of your ex-learners have excelled in life? 
 
Joh … I feel very, very excited because there is also a … a … learner from my class 
from grade one when I was in grade one who is that student there at XXX university 
doing a teachers course. So I am becoming very excited so I just want to produce 
more and others are also there in grade twelve at XXX high school are doing well 
and she came and said to me I helped her so very much, then I asked her which 
subjects are you doing. So they tell me we are doing maths, teacher and all things 
like that and a other girl and other boy I met last year he said he is gonna do 
chemistry this year. He was given a help by a white man so that he can get money to 
go to XXX university. 
 
Is there anything else that you would like to add? 
 
Ehr … something that is about if we can get ehr … more resources from the 
Department of Education, we are struggling here. We don’t get enough funds, school 
fees from the parents so it is not easy for us to work because we don’t have enough 
resources, we don’t even for machines for photocopy are not working now right now 
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because of the lack of funds. We have been stuck to move on, some of us we are 
stuck in our life so that the problem that we have in our areas and even the 
environment in the classroom. As a teacher of grade one our classrooms are not 
healthy because we don’t have people to come and clean our classrooms. These 
kids have to clean their own classrooms. They come to school in uniform and what, 
but they have to start in the classroom on Fridays to clean the classrooms so it is not 
easy. Maybe the Department of Education can help us with sport fields not just 
lawns. 
 
Don’t you have any caretakers at school to clean the classrooms? 
 
Yes, we only have one but it is not enough. 
` 
Thank you very much for your valuable contribution. It is much appreciated. 
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Esme  Coding of Transcriptions  Febr 2011-02-24 
 Why are you still a teacher in a township school? 
[Corresponding Emotional Intelligence (EQ) traits in RED] 
[Rich interviews to include in the thesis: 1; 2; 4; 11; 12; 13; 14; 16; 19] 
1. Unfavourable conditions of work: Hardships and challenges 
(17.2)(Coping with motional inner stress through emotional energy - 
Simmons) 
1.2 Learners 
- Types (1.1) 
- Background (1.1) (18.1) (19.1,2), Poverty, (12.2) (13.1) under-
privileged (2.2,3) (13.1) need parental love (2.2) need love from 
teachers (10.2), no classrooms (3.1), social problems, e.g. 
HIV&Aids (4.1) (5.1) (16.1) drugs (6.1) (13.2) squatter camp, hungry 
(9.1). Problems (10.2). Abuse (11.1) Alcohol (12.1) (13.2). 
Vandalism (12.2) 
- Unmotivated Don’t care (1.1) (11.2) No aim (4.1) cannot 
concentrate (13.1). Not co-operating (13.2) 
- Discipline Cheeky (1.1), giving grief (1.2), lack of discipline (13.2) 
(20.3), frustrating (4.4)  
- Large numbers  (12.2) (19.1) (20.3). 
1.3 Parents 
- Uninvolved with children, don’t care (1.1) (12.1) (14.2) (15.1) 
(16.1,2), (17.3).(19.2,3). 
- No co-operation with teachers (1.1) 
- Unemployed, idle(9.1,2) (11.1) (14.2), illiterate (13.1) (16.1,2) 
- Non-existing (9.1), (11.1) 
1.4 Not getting deserved promotion Many teachers in access are 
redeployed to open posts(2.5) 
1.5 Resources  - lacking (2.10) (9.1,2) library, tools (15.1) (20.1). 
1.6 Government not providing (6.1,2) (19.5), psychological services 
(15.3). 
 
2. Personal approach to teaching (HOW do you do it?) 
2.1 Taking ownership for learners (Empathy, Social skill 
(relationships) – Salovey, 1990; Goleman, 1995; Emotional energy; 
consideration - Simmons)See/handle them as own children (1.1) (18.1,2), 
more than a teacher, also a parent, extra roles (2.2) “wearing another cap” 
(13.1) (14.2), (15.1), (17.1,2). Teach behaviour first (19.1). Go the extra mile 
(17.4). “I think, jo ... what about my kids? (14.3), emotional support to learners 
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(12.3) teach them values for life (4.3). Wants to motivate and inspire learners 
(16.1). 
2.2 Accommodating, approachable Meet the learners at their level(1.1), 
wanted to make her comfortable, concentrate on learner as a human being 
(2.3), make it easy for them to come to me (2.7), focus on the learner (2.10) 
come to learners with a smile and hope, open arms, welcoming  (5.2).  They 
must feel that they are at home (16.4). I want them to trust me (17.3), 
communicate (17.4). (Empathy, Social skill (relationships) – Salovey, 
1990; Goleman, 1995Emotional energy; consideration; sociability - 
Simmons) 
 
2.3 Motivate learners Beg them (1.1), encourage them (2.8), wants 
improvement in school life and communities (3.3), ), every cloud has a silver 
lining, success waits in the end (4.1), influence lives (4.1). Role model: show 
something good about life (4.3). Motivate learners (14.2) Want to motivate 
learners (16.1), I always tell them not to give up (18.3). (Motivation – 
Goleman, 1995; managing emotions – Mayer & Salovey; Optimism - 
Simmons) 
 
2.4 Loving and caring Show them love(1.2), care for learner, frustrating if 
you cannot help all (2.2,3,4), Cannot help- all, but can try (18.1), trying to 
catch up (2.10). Clothes (5.3), want to help others (8.1) (15.1). Like helping 
people (11.1) Concerned about their welfare (13.1) You think about the 
learners (14.3). Giving from her pocket (15.2) Children are like plants – 
nurture them (16.4).Finds out what the problem is (17.3). I care (18.2).(Self-
awareness; Social Skill (relationships) – Goleman, 1995 (identify 
emotions – Mayer & Salovey; Emotional energy; consideration; 
sociability - Simmons). 
 
2.5 Positive attitude Eager to exploredifferences between schools and 
grades, want to experience new curriculum from the bottom up (2.1,9), 
Doesn’t like to be discouraged (2.6), every cloud has a silver lining (4.1), 
influence learners positively, for them to lead lives in a positive way (4.1). 
Focus on what she wanted, limit what she wanted because of lack of funds 
(4.2), not only giving, but also receiving, being exposed to experiences (4.2) 
teach lessons for life (4.3) Expose them to positive influences (12.4)  Explore 
(17.1). Happy, energetic (16.4) Make the negative into a positive (16.4). 
(Motivation; Self-regulation – Goleman, 1995; managing emotions – 
Mayer & Salovey; Optimism - Simmons). 
 
2.6  Innovative Use natural aids (3.1,2).Challenges inspire (5.2), Innovative 
- collect from other schools and buys from pocket “so that we can get going” 
(6.2), improvise (9.1). make copies in library from own pocket  - not to loose 
time (9.2). do not know everything, do research (10.3). Improvise (11.1) 
 366 
 
Project: camp for excursions, needs of boys (12.4)Tap their potential, keep 
them active, use drama (13.3).Wanted to study to stop mother struggling 
(14.1). Use other means to help learner (16.1). Use other skilful people (16.2). 
Do something new, trying every means (16.4). Go back to Grade 1 to improve 
the foundation (19.2). “A teacher is a person that manipulate [sic] his 
environment”, “You don’t have it, you improvise” (20.2,3). (Self-regulation – 
Goleman, 1995) (using& managing emotions – Mayer & Salovey; self-
direction - Simmons). 
 
2.7 Involvement in extra-curricular activities of the school (2.1) Team work 
with parents, learners, colleagues, managers (2.6) (13.2). Sacrifices (3.1), 
wants improvement in the community (3.3).  Wants to change life in the 
township, influence lives (4.1).Grabs opportunities (4.2).sees self as a tool to 
help learners in school all at different levels to build their lives (4.3). want to 
help (15.1) Projects inform and motivate (8.1) (13.3). choir, sport, drama (9.1). 
Engaged, video inspired (13.3). Workshops (20.3).(Self-regulation; Social 
skill (relationships) – Goleman, 1995 (understanding, using & managing 
emotions – Mayer & Salovey; Sociability - Simmons). 
 
2.8  Taking responsibility Putting food on the tablefor family (5.1)Do it 
because it is our duty (13.2).Develop kids holistically (13.3)Wanted to study to 
stop mother struggling (14.1). Money for own kids (19.5).(Self-regulation; 
Motivation – Goleman, 1995 (managing emotions – Mayer & 
Salovey;Commitment; assertiveness - Simmons). 
 
3. Personally motivating factors (personal strengths) (Maintaining efforts: 
WHAT keeps you in it?) 
3.1 Value quality teaching knows what education is best (1.1) “I want to 
do all I can, I want to do the best I can” (8.1) Do my best (9.1). Passionate 
(10.1).(Self-regulation – Goleman; understanding & using emotions – 
Mayer & Salovey) 
 
3.2 Love, for (Empathy; Social skill (relationships) – Goleman; 
Consideration for others; sociability - Simmons) 
 * Teaching(1.1) (2.6) (6.2) (8.1) (9.3) (12.2) (13.1,2) (14.1,3) (15.1) 
enjoy teaching (3.1) (18.2) 
 * Children(1.1) (6.1) (14.1,3) nurturing inspiring (8.2) little ones (9.3), be 
a light for them (10.1), Passion for children (11.1) (13.1,2) (15.1) (16.2). Zeal 
(17.1).(18.1). 
 * Community service / involvement (2.1,7), (5.4) others (8.1) (9.1) 
(14.1). (15.2) want to uplift the community (19.2). 
 * Country (11.1,4) 
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3.3 Understanding of the child and his situation (1.1). It is not their fault 
(2.8) (19.4). The child is just a child (2.9) Learners all at different levels (4.3) 
come from a home where learner cannot sleep, is in need of food, written on 
their faces (5.3), used to, knows their circumstances, knows how to treat them 
(6.2). Realise my problems are not unique (7.2). Ask learners, because wants 
to help, involve social workers (11.1) Wants to help (15.1). Knows they are not 
all at same level and caters for that (11.3) From poor background herself, 
understand: “I can identify with their struggles” (14.1) You know what to do 
because you understand (14.2), know the background and circumstances 
(14.3). I know them and know they are needy (15.2) (Empathy; Social skill 
(relationships) – Goleman; Consideration for others; Tolerance - 
Simmons) 
 
3.4 Self-belief, goal directed, appreciative and satisfaction  Always 
wanted to be a teacher, living her dream (1.2), developing learners, makes a 
difference (2.1), learners need her (2.2), don’t like to be discouraged (2.6), not 
only giving, also receiving (4.2), fulfilling dream to influence the learners (4.2). 
Teaching is a calling (5.3) (6.1) (9.1,3) (13.2,4) (17.1,5). “This is what I came 
here for on this earth” (17.2) Come from a family of teachers (11.1) (20.1); 
Like teaching the young ones (6.1), successes: “I can make more ... to better 
them all” (6.3). Happy, smiling (6.3). Frustrates yourself if you are not doing 
your best – embrace what you do, make it better for yourself (7.3), “I want to 
do all I can, I want to do the best I can” (8.1) (19.2), teaching is a good career, 
it motivates (8.1), “I can do everything” (8.3). Do my best (9.2).Passionate 
(10.1). Try and make them better (11.3) “I surround myself with positive 
people” “I feel motivated  ...  light-hearted” (12,3) Tap on my inner energy 
(12.4) God put me here for a purpose (13.1) I have plans for next year (13.3) I 
am one of the luckiest people (13.4), self-motivation (14.4). Will apologise 
(16.3). Want to make a difference (16.4). Moulding (17.1). Make things 
happen, do not wait (17.2). Maximise my potential. What happened to me can 
happen to them  (17.5). (Self-awareness; Self-regulation; Motivation – 
Goleman, 1995; identify, understand, use & manage emotions – Mayer & 
Salovey; Self-esteem - Simmons) 
 
3.5 Pride: successes are inspiring (12.3), what learners achieve through 
me (1.5). Work of my hand, my production (1.4) contributed to building a 
nation (2.4,7), touched lives, (3.1) birds can fly anywhere they wish, achieve 
whatever they want to (3.2). Wants to be a role model, coming from the same 
deprived environment (4.1,2); will still know you 5 yr later, proud of products 
(5.1,2) “someone successful who is coming from my hands” (6.2). (11.4) 
Results of efforts (9.2,3) Feedback of progress (12.3) learners developing 
from self-doubt to smiling is inspiring (10.3). (14.1,3). Change the life of a 
child (15.2) Learners are the fruit (18.2,3). (19.5). (Self-awareness; Self-
regulation; Motivation – Goleman, 1995; identify, understand, use & 
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manage emotions – Mayer & Salovey; Desire for change; self-esteem - 
Simmons). 
 
3.6 Faith Teaching today “need [sic] you on your knees” (5.4). Through the 
grace of God (8.1) prayer meetings on Fridays, daughter prays for her 
problems (8.2,3). Can do all things through Christ (9.2).prayer (10.3) (16.1,4). 
God is support system (11.2,3) Christian, prayer union (12.2) God put me 
here for a purpose (13.3) follow example of Jesus as a teacher (13.4) God is 
good (15.2). (Self-awareness; self-regulation – Goleman, 1995; identify, 
understand and use emotions, Mayer & Salovey). 
 
3.7 Perseverance started as volunteer and worked through the ranks 
(4.1,2), started untrained (6.1), learned to adapt through years of experience 
(7.1) Started as a domestic, kept money for studying (14.1,4).  Didn’t have a 
post – but wanted to be a teacher (17.1). Worked in chain shop (17.2).  
Worked night shifts, as a cleaner, saved money (19.1,2). (Self-regulation – 
Goleman, 1995; understanding and using emotions – Mayer & Salovey; 
Courage - Simmons). 
 
3.8 Promotion (3.1) (4.2) (Motivation – Goleman; manage emotions – 
Mayer & Salovey; Self-esteem - Simmons) 
 
3.9 Free time Holidays (8.1) Afternoons for own family (12.3) (Self-
awareness – Goleman, 1995; identify emotions, Mayer & Salovey; 
Assertiveness - Simmons ). 
 
3.10 Age (7.2) (8.1,2) (Self-awareness – Goleman, 1995; identify 
emotions, Mayer & Salovey; Self-direction- Simmons). 
 
      4. Positive assets in life (What/who are your support structures/systems?) 
4.1  Job security Fortunate to have (1.3) (5.1), nice job, benefits, jobs are 
scarce (8.1,2,3,4). Money for own kids (19.5).(Self-awareness; self-
regulation – Goleman, 1995; identify, understand and use emotions, 
Mayer & Salovey). 
 
4.2 Family (5.3), (6.3), (9.3) (11.3) (13.2) (social skills (relationships) – 
Goleman, 1995; Consideration for others; sociability - Simmons). 
* husband support (1.3) (9.3) (10.3), (12.3) wife’s support (7.2)  
* ownchildren makes her happy (1.3) (3.2) (8.2) 
*sisterpaid her fees (4.1,2) sisters (16.3). 
* grannies(10.1) 
 
4.3    Colleagues laugh with them(1.3), learned from principals, education 
specialists (3.1). Staff support (3.2), teachers (4.1) principal (4.2) (13.2), 
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communicate with people (sociable) (5.1), staff and people from teachers’ 
centre (6.3), other schools’ teachers (7.2). follow (learn from) colleagues, 
principal, mentors – listen to other people, peace with staff  (8.1,2,3,4), Grade 
5 teacher inspired her (9) (12.1) (13.1) (16.1); with passion and caring (10.1), 
colleagues (9.3). share ideas (10.3). team support (11.2) (12.3) (16.2). 
colleagues (13.2) (16.3). (17.4).Ask help from other skilled teacher 
(19.4).(Motivation; Social skill (relationships) – Goleman, 1995; 
Consideration for others; sociability - Simmons) 
 
4.4   Relationships with learners and parents Learn from them 
(experience) (4.3), (5.1) “eagerness of learners keeps me going”. They want 
to be here, realise education is an opportunity (7.1), learners developing from 
self-doubt to smiling is inspiring (10.3). Knows the parents, lives in the same 
environment (14.2).(Social skill (relationships) – Goleman, 1995; 
Consideration for others; sociability - Simmons). 
 
4.5 Others e.g.friends at church encourage (8.3), friends (9.3) (11.3) 
Neighbours and companies, white people, University people (12.1, 4).(Social 
skill (relationships); sociability – Goleman, 1995). 
 
4.6     Knowledge and skills for work I know my work (3.2) Making school 
work relevant for life, teaching values (4.3). Know how to treat them (6.2). 
coping skills, learned thr(9.3)ough experience (6.2), know the parents (5.1) 
(8.2). Projects inform us (8.2) (13.3) Research on internet (10.3). Want to 
pass on knowledge (17.1). (Self-awareness; self-regulation – Goleman, 
1995; identify, understand and use emotions, Mayer & Salovey; Self-
esteem - Simmons). 
 
4.7 Government e.g. books (6.3) food (11.1,2) (16.2), trying (13.2). 
 
4.8 Music, reading books at home (17.5). 
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CENTRAL STORYLINE:  
 
Teaching within the context of township schools in South Africa is complex due to a range 
of socio-economic conditions as experienced both by learners and teachers. Poverty, 
particularly, impacts negatively and results in a lack of resources, both in the classroom and 
in the homes of the learners. Not surprisingly, a number of teachers experienced some form 
of discouragement or sadness in their profession. 
In such a challenging socio-economic context, support, and lack thereof, for teachers 
and learners plays a vital role. There is often inadequate parental support at home, and 
teachers frequently feel the need to take on a parental role towards their learners. Teachers 
in turn also require support, and many report benefitting from the encouragement of family 
and colleagues.  
Despite the difficulties of teaching in township schools, teachers also identify a variety 
of sources of inspiration and motivation: Inter alia, love of teaching and love of children, as 
well as the successes of learners, keep the teachers motivated. In addition, reliance on 
prayer and the spiritual life is significant in assisting teachers with coping with the difficulties 
of township education.  
 
 
Themes:  
 
1. Socio-economic complexities of the teaching context in township schools 
2. The role of support for teachers and learners 
3. Sources of inspiration and motivation 
 
 
Codes for sub-themes in order in which they appear:  
 
1.  CSEB Complex socio-economic background 
2.  P Poverty-stricken 
3.  PR Parental role of the teacher 
4.  LPS Lack of parental support 
5.  LC Love for children 
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6.  USS Teachers’ understanding of social situation 
7.  LT Love for teaching  
8.  M Motivation/inspiration to be/remain teacher 
9.  FS Family support for teacher 
10.  CS Colleagues’ support for teacher 
11.  NB Teaching as part of Nation Building 
12.  POC Potential of children/learners 
13.  PFL Proud of former learners 
14.  HD Developing learners holistically 
15.  F Frustration of not being able to help learners 
16.  EL Teacher’s role of encouraging learners 
17.  CC Difficulties with curriculum changes 
18.  LR Lack of resources at schools 
19.  TGM Teaching grew on me 
20.  MD Making a difference in the learners’ lives 
21.  I Improvisation due to a lack of resources 
22.  V Teaching as a vocation 
23.  PS Prayer/spirituality  
24.  SD Sad/depressing situation/discouraged 
25.  D Lack of discipline 
26.  OS Outside support 
27.  DS DoE support 
28.  ID Teachers’ ideas/dreams for school learners 
29.  S Selflessness of teaching 
30.  NC Learners’ need for counseling 
 
Codes for sub-themes in alphabetical order: 
 
CC Difficulties with curriculum changes 
CS Colleagues’ support for teacher 
CSEB Complex socio-economic background 
D Lack of discipline 
DS DoE support 
EL Teacher’s role of encouraging learners 
F Frustration of not being able to help learners 
FS Family support for teacher 
HD Developing learners holistically 
I Improvisation due to a lack of resources 
ID Teachers’ ideas/dreams for school learners 
LC Love for children 
LPS Lack of parental support 
LR Lack of resources at schools 
LT Love for teaching  
M Motivation/inspiration to be/remain teacher 
MD Making a difference in the learners’ lives 
NB Teaching as part of Nation Building 
NC Learners’ need for counseling 
OS Outside support 
P Poverty-stricken 
PFL Proud of former learners 
POC Potential of children/learners 
PR Parental role of the teacher 
PS Prayer/spirituality  
S Selflessness of teaching 
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SD Sad/depressing situation/discouraged 
TGM Teaching grew on me 
USS Teachers’ understanding of social situation 
V Teaching as a vocation 
 
 
Sub-themes: 
 
Complex 
socio-
economic 
backgroun
d 
Poverty-
stricken 
Parental 
role of 
the 
teacher 
Lack of 
parental 
support 
Love 
for 
children 
Teachers’ 
understandi
ng of social 
situation 
Love for 
teaching 
Int.2, p.2, 
line 6-8 
“…her 
background, 
it’s a bit more 
different than 
others. She is 
struggling to 
pay school 
fees…” 
Int.2, p.2, 
line 9 “they 
sometimes 
come to 
school 
without 
lunch…” 
Int.1, p.1, 
line 3 
“teach 
them as if 
they are 
your own 
children” 
Int.1, p.1, 
line 12 
“problem with 
their parents” 
Int.1, p.1, 
line 22 
“What 
keeps 
me going 
is … love 
for the 
children” 
Int.1, p.1, line 
23 “I 
understand the 
situations that 
we, that I am 
going through” 
Int. 1, p.1, 
line 22 
“What 
keeps me 
going is 
love for 
the, for 
the 
teaching” 
Int.4, p.1, 
line 6 
“township 
with many 
problems, 
physical 
abuse, 
HIV/AIDS, 
people that 
are just 
walking up 
and down…” 
Int.2, p.3, 
line 2 
“They don’t 
feel good 
about those 
things 
because 
they can’t 
wear smart 
clothes like 
other 
children…” 
Int.1, p.1, 
line 23 “I 
am 
treating 
them as if 
they are 
my own 
children” 
Int.1, p.1, 
line 18 “lack 
of 
cooperation 
between the 
teacher and 
the parents” 
Int.1, p.2, 
line 21 
“Hey, 
even if 
they give 
me grief 
they are 
still 
children 
to me” 
Int.6, p.2, line 
1 “I know their 
circumstances
…I know their 
shortcomings 
so I even know 
their parents.” 
Int.2. p.6, 
line 13 
“Yes, its 
my love of 
being an 
educator
…” 
Int.5, p.1, 
line 16-17 
“…you meet 
a different 
type of 
people who 
come from 
different 
backgrounds.
” 
Int.2, p.3, 
line 7 
“…ooh…lo
ok at your 
bread, 
haven’t got 
butter, 
Look at 
your jersey, 
they pull at 
her jersey 
like this.” 
Int.2, p.2, 
line10 
“…I’m also 
a parent of 
that 
child…” 
Int.11, p.1, 
line 23-24 
“…the 
parents are 
not there for 
them.” 
Int.6, p.1, 
line 7 
“It’s the 
love of 
the 
children, 
I love 
children.” 
Int.14, p.1, 
line 17-18 
“…I’m from this 
community. I 
know their 
struggles, I 
know their 
background …” 
Int.3. p.2, 
line 5 “I 
think I 
developed 
love for 
my 
profession
.” 
Int.5, p.2, 
line 20-22 
“The 
problems that 
are 
happening in 
the location 
come with the 
Int.2, p.3, 
line 22-23 
“…they live 
in shacks, 
so the 
conditions 
are worst 
there 
Int.2, p.3, 
line 14 “I 
felt like a 
parent…” 
Int.12, p.1, 
line 20-21 
“the…lack of 
parental 
involvement 
in the 
learners’ 
education and 
Int.7, p.2, 
line 12 
“Mostly, I 
love 
working  
with 
children 
because 
Int.14. p. 2 
line 6-7 
“…I know their 
home, is so 
and so his 
family, I know 
his parents.” 
 
Int.6, p.1, 
line 21-22 
“I love 
teaching 
because 
of the love 
of the 
children.” 
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learner to 
school…” 
development
…” 
even 
after 
school on 
Fridays 
and 
weekend
s I 
became 
involved 
with the 
scouts 
and 
cubs...” 
Int.9, p.1, 
line 21-22 
“There is a lot 
of poverty 
and 
unemployme
nt and lots of 
children here 
has lost their 
parents…” 
Int.2. p.8, 
line 3-4 
“It’s not 
their fault, 
it’s 
poverty…” 
Int.10, p.1, 
line 8 
“…the 
caring the 
mothering 
part they 
[my 
teachers] 
have been 
there for 
us…” 
Int.13, p.1-2, 
line 24-25 
“So… you will 
find that you 
don’t get 
hundred 
percent 
cooperation 
because 
some of the 
parents are 
illiterate and 
some of the 
parents are 
using alcohol 
and drugs.” 
Int.8, p.1, 
line 4-5 “I 
love 
children 
and I 
want to 
nurture 
them.” 
Int. 14, p. 2, 
line 22-24 
“. . . this 
teacher got so 
scared of this 
so he called 
me, teacher 
come, so I 
come and he 
asked me what 
to do to this 
kid, she said 
you know that 
kid was in your 
class you know 
what to do 
because you 
understand.” 
Int.8, p.1, 
line 3-4 
“…so I’m 
here and I 
love 
teaching.” 
Int.9, p.1, 
line 24 
“…sometime 
you will find 
they live 
alone as 
children, 
because their 
parents 
passed on…” 
Int.4, p.2, 
line 20 “I… 
was without 
shoes, 
even in the 
high school 
years…” 
Int.10, p.2, 
line 11-12 
“But the 
children 
from this 
environme
nt want 
love from 
you, some 
of them 
you can 
see that 
they don’t 
get that 
much 
love.” 
Int. 14, p. 2, 
line 14-15 
“…sometimes 
they come 
here they are 
sick but the 
parents don’t 
even know 
when their 
children are 
sick.” 
Int.8, p.2, 
line 3 
“…for me 
I’m a… 
grade 
one 
teacher 
and I 
love 
those 
little 
ones.” 
Int. 15, p. 2, 
line 10-11 
“…I cope 
because I 
know them and 
I know they are 
needy and I 
want to help 
them…” 
Int.8, p.1, 
line 12 “I 
love 
teaching it 
is a… 
good 
career, it 
motivates.
” 
Int.9, p.2, 
line 5-6 “… 
because the 
area here I 
think there is 
a lot if 
shebeens 
and parents 
who are just 
lazing around 
who are just 
idle…” 
Int.5, p.3, 
line 4 
“Others you 
see from 
their face 
that this 
one had 
had nothing 
to eat 
today.” 
Int.13, p.1, 
line 22-24 
“You are a 
class 
teacher 
but at the 
same time 
you are 
wearing 
another 
cap 
because 
you must 
Int. 15, p. 1, 
line 16-17 
“…they don’t 
get the love 
from the 
parents that is 
why I like to 
serve.” 
Int.9, p.3, 
line 5 “I 
love 
working 
with the 
little 
ones, it is 
good to 
see them 
grow, 
improve 
and 
develop
 Int.9, p.3, 
line 2 “I 
really love 
teaching. I 
wouldn’t 
be 
anywhere 
else…” 
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be 
concerned 
about their 
welfare as 
well.” 
…” 
Int.10, p.2, 
line 19-20 
“Because 
what I noticed 
so far some 
of the 
learners are 
very 
frustrated 
with problems 
from home…” 
Int.9, p.1, 
line 25 
“…some of 
them come 
to school 
hungry 
because 
there is no 
one 
working at 
home.” 
Int 14, p. 
2, line 12-
13 
“…I think 
as a 
teacher I 
should ct 
as a 
parent to 
those 
kids…” 
Int. 16, p. 1, 
line 17-19 
“…you find 
out from the 
learner that 
where there is 
a learning 
barrier you 
call the parent 
you find that 
the parent will 
not budge 
and you will 
have to seek 
other 
means…to try 
and help…” 
 
Int.11, 
p.1, line 
4 “So I 
have a 
passion 
for 
children.” 
 Int.12, 
p.2, line 
23 “I 
would say 
one major 
thing that 
made me 
stay is my 
love of it 
[teaching].
” 
Int.11, p.1, 
line 24-25 
“You find out 
that the 
children are 
abused, 
sometimes 
abused by a 
relative, 
sometimes 
abused by 
the people 
around 
them...” 
Int.9, p.1, 
line 26-27 
“…some of 
them live in 
very small 
shacks as 
a result you 
can see 
that for 
them to do 
homework 
is difficult.” 
Int. 14, p. 
2, line 15-
16 
“So I think 
the 
teacher is 
not just a 
teacher, 
you are a 
parent, 
you are a 
social 
worker, 
you are a 
nurse 
sometimes 
to those 
kids...”  
 
Int. 16, p. 2, 
line 2-3 
“…we like to 
involve 
parents as 
much as 
possible 
unfortunately 
the lack of 
parent 
involvement 
on the parent 
side it’s a 
challenge.” 
Int.13, 
p.1, line 
10-11 “I 
am in 
love with 
that age 
8, 9, 
10…” 
 
 
 Int.14, 
p.1, line 
14 
“…every 
time when 
I go for 
my 
training I 
found out 
that I 
loved 
teaching
…” 
Int.12, p.1, 
line 20 “The 
main problem 
in this 
community is 
the alcohol 
consumption
…” 
Int.11, p.1, 
line 6-7 
“…children 
do not have 
clothes, 
children 
come to 
school 
hungry…” 
Int. 15, p. 
1, line 13-
14 
“…trying to 
help them 
in trying to 
cope at 
school that 
is the 
problem 
that for me 
is to come 
and be a 
parent to 
them 
during the 
day…” 
Int. 17, p. 3, 
line 30 
“…some 
parents they 
are called but 
they don’t 
show up [at 
the school].” 
Int.14, 
p.1, line 
20 
“I love 
kids…” 
 Int. 14, p. 
3, line 2-4 
“I love 
what I’m 
doing…” 
Int.12, p.2, Int.13, p.1, Int. 18, p. Int. 19, p. 2, Int. 14, p.  Int. 15, p. 
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line 12-13 
“…vandalism 
of the stuff 
we… 
possess… 
most of the 
things that we 
have get 
stolen…” 
line 20-22 
“…and 
some of the 
are hitted 
by poverty 
and some 
of them 
come to 
school 
even not 
having 
something 
in their 
stomach 
and you 
find that it 
is difficult 
for them to 
concentrate
.” 
1, line 8-9 
“…being a 
teacher 
you play 
two roles 
being a 
parent and 
a teacher 
and you 
treat your 
learner as 
your own 
child.” 
line 22-23 
“…we found 
out that 
parents 
doesn’t help 
our kids at 
home.” 
3, line 
17-18 
“It’s not 
the 
money 
because 
there is 
no 
money…I 
said it’s 
for the 
love, I 
love my 
kids.”  
1, line 4 
“…I like to 
play with 
children, I 
like to 
teach 
them.” 
Int.13, p.1, 
line 19-20 
“…most of 
our learners 
come from 
these 
disadvantage
d background 
where some 
of the parents 
are 
illiterate…” 
Int.14, p.1, 
line 2-4 “I 
had a very 
humble 
family, poor 
family, no 
one was 
working my 
mother was 
a domestic 
worker.” 
Int. 18, p. 
2, line 5 
“…I must 
catch up 
those 
hours and 
then carry 
on with the 
day 
and…treat 
the child 
like my 
own child 
as if I am 
at home 
with my 
own 
child…” 
Int. 19, p. 3, 
line 14 
“…you see 
the parents 
don’t care 
about their 
kids.” 
Int. 18, p. 
1, line 4 
“It is 
because 
I…love 
the 
children
…” 
  
Int.14. p. 2 
line 2 
“…I find it is 
hard for these 
people here, 
they are 
suffering 
because they 
are 
struggling.” 
Int. 16, p. 
2, line 6-7 
“They 
come to 
school 
without any 
food others 
sleep 
without 
food they 
are only 
eating from 
this, the 
food from 
the feeding 
scheme…” 
Int. 19, p. 
4, line 5-6 
“So what I 
want to do 
I must give 
love to 
those kids. 
I must 
treat them 
as my kids 
so that 
they can 
be better 
people in 
life.” 
 Int. 18, p. 
2, line 3 
“It’s 
because 
I care 
and 
I…enjoy 
being 
with the 
children 
that’s 
what 
keep me 
going.” 
 
  
Int. 16, p. 1, 
line 22 
“…the 
parents who 
will come and 
disclose the 
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status of the 
learner in 
class.” 
Int. 17, p. 4, 
line 10-12 
“…we start a 
nutrition 
programme 
they cook for 
the little ones 
so to me it 
was a great 
honour to see 
that because 
really some of 
them are 
starving.” 
      
Int. 18, p. 1, 
line 16-19 
“…some 
come to 
school on 
their empty 
stomachs and 
some come 
to school 
untidy they 
look like they 
are not well-
cared 
for…she can 
tell you that 
mum was 
drunk and 
overslept, 
mum went to 
work very 
early and she 
left me.” 
      
Int. 19, p. 1, 
line 10-11 
“You have to 
be patient 
and the 
classes they 
were 
overcrowded.
” 
      
Int. 19, p. 1, 
line 16-19 
“…they were 
not told how 
to behave as 
children at 
home and 
especially 
they are 
coming from 
these homes 
shacks 
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houses living 
in one room 
with their 
parents.. It’s 
overcrowded 
by the family, 
everything is 
being done 
here in front 
of them. So 
you have to 
teach them 
how to 
behave as a 
learner in 
class.” 
 
 
 
Motivation/ 
Inspiration 
to be/ 
remain a 
teacher 
Family 
support 
for 
teacher 
Colleagues
’ support 
for teacher 
Teaching 
as part of 
Nation 
Building 
Potentia
l of 
children
/ 
learners 
Proud of 
former 
learners 
Developi
ng 
learners 
holistical
ly 
Int.1, p.2, line 
18 “I say it is 
the love for 
the 
children…” 
Int.1, p.3, 
line 16 
“…I’ve got 
my children 
and my 
husband 
and so they 
are the one 
who makes 
me happy.” 
Int.1, p.3, 
line 19-20 
“...you laugh 
with your 
colleagues 
and makes 
life very 
much easy in 
that way for 
you.” 
Int.2, p.4, 
line 18 “I 
feel like I 
contributed 
to the 
building of a 
nation…” 
Int.3, p.2, 
line 21 
“… our 
learners 
can fly on 
their own 
to where 
they…co
uld 
reach.” 
Int.1, p.4, 
line 22-23 
“…some of 
them are in 
parliament… 
this is the 
work of my 
hands, this 
is my 
production. 
So you 
become very 
proud of 
yourself…” 
Int.2, p.1, 
line 15 
“developin
g learners 
in every 
way.” 
Int.1, p.3, line 
6 “Well, job 
security is one 
of the things 
that keep me 
here at in this 
teaching.” 
Int.3, p.2, 
line 8 “… 
one of my 
support 
systems is 
my family, 
and then 
my kid’s 
father who 
is a EDO…” 
Int.3, p.2, 
line 12 “… 
the staff 
members 
play a very 
important 
role in my 
life…” 
Int.3, p.3, 
line 3-5 “I 
wish that 
people will 
bring about 
change in 
our 
communitie
s… can only 
achieve this 
by 
improving 
the … 
school life 
with the little 
ones.” 
Int.13, 
p.3, line 
19-20 
“…some 
of these 
kids 
they’ve 
got a lot 
of 
potential 
that we 
need to 
untap 
that 
potential
…” 
Int.2, p.4, 
line 10 
“…and one 
she was on 
SABC…” 
 
 
Int.4, p.3, 
line 17-19 
“I… take a 
little bit 
extra of my 
time even 
if it is one 
minute of 
my lesson 
trying to 
show 
something 
good today 
about 
life…” 
Int.1, p.3, line 
10 “There are 
Int.5, p.3, 
line 22 
Int.6, p.3, 
line 5 
Int.9, p.1, 
line 7 “… 
 Int.2, p.4, 
line 14 “At 
Int. 16, p. 
3, line 7 
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many people 
who cant find 
jobs but I am 
fortunate 
to…find a job 
for myself and 
my family.” 
“Yes, I have 
a very 
supportive 
family.” 
“Support 
systems are 
the staff. 
because if 
you were a 
teacher 
um… to 
help the 
community..
.” 
 
least I 
managed to 
see my 
product now 
that she’s 
got 
business, 
she employs 
some 
people…” 
I try to give 
them some 
tools and 
skills and 
even 
assertive 
behaviour
…” 
Int.1, p.4, line 
8-9 “…my 
colleagues… 
that they are 
cheering me 
up a little bit 
and then my 
family…” 
Int.6, p.3, 
line 8 “… 
my family 
they really 
mean a lot.” 
Int.6, p.3, 
line 10-12 
“We come 
together… 
we discuss 
any problems 
we are 
experiencing.
” 
Int.11, p.4, 
line 6-7 
“…when I 
see these 
children out 
there 
growing 
older I feel 
great at 
least I have 
done 
something 
for XXX 
community.” 
 Int.5, p.2, 
line 2 “I… 
felt so proud 
to see that 
this is my 
product.” 
 
Int.1, p.4, line 
11-12 “…the 
job security, 
because I 
know that no 
one can take 
my bread and 
butter from 
the table.” 
Int.7, p.2, 
line 17 “My 
wife is a 
teacher as 
well 
(laughing) 
so we 
(laughing) 
discuss the 
day. I think 
that is one 
of the 
coping 
mechanism
s I have, we 
support 
each 
other…” 
Int.8, p.1, 
line 21-22 
“When I see 
my 
colleagues 
doing good 
things so I 
just follow 
those good 
things, but 
when it is 
bad things I 
don’t follow 
the bad 
things.” 
Int. 15, p. 2, 
line 12-13 
“I must help 
my 
community I 
must stay in 
my 
community.” 
 Int.6, p.2, 
line 23-24 
“… if I bump 
into 
my…learner
s… and 
[they] now is 
somewhere 
even if I am 
just feeling 
proud then I 
can say 
okay I can 
make 
another 
one…” 
 
Int.1, p.4, line 
17-18 
“…when I look 
back I think 
some of the 
children that I 
taught 
changed me.  
At least that 
gives me the 
spark which 
encourages 
me to help 
this nation…” 
Int.8, p.2, 
line 17 
“Yes I got 
support at 
home.  I 
can say 
my…childre
n.” 
Int.8, p.2, 
line 12-13 
“…principal 
supports 
us… my 
colleagues 
also support 
us.” 
  Int.11, p.4, 
line 3-5 “… 
you know I 
saw… boy… 
during the 
September 
holiday and 
he told me 
that he is in 
Cape Town 
now.  He is 
doing his 
B.Com 
financial 
planning. So 
I felt good…” 
 
Int.2, p.2, line 
12 “…I know 
Int.9, p.3, 
line 10-11 
Int.8, p.3, 
line 6 “… the 
  Int.12, p.3, 
line 8-15 “It 
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that someone 
needs me…” 
“… I’ve got 
a support 
system at 
home, my 
husband 
help me a 
lot and I’ve 
got friends 
whom I’m 
sharing and 
my 
family…” 
staff helps 
me to be a 
good 
teacher…” 
makes me 
tremendousl
y proud [to 
see past 
pupils that 
have 
excelled]…  
It makes me 
so proud 
when you 
know that 
they come 
from this 
dusty 
township…” 
Int.2, p.7, line 
6-7 “…I feel 
like I’m not 
wasting my 
time by being 
an 
educator…” 
Int.10, p.3, 
line 16-17 
“My 
husband is 
also a 
teacher 
sometimes 
I … talk to 
him, he will 
also give 
me advice.” 
Int.9, p.3, 
line 11-12 
“…and some 
of the 
colleagues 
who is 
around me 
and if I’m 
frustrated I 
go to them 
and I just off 
load…” 
  Int. 18, p. 3, 
line 3-4 
“Yes, I am 
definitely 
happy to see 
them [former 
learners] 
because one 
of my 
learners…is 
a presenter, 
used to be a 
presenter on 
SABC 1. 
 
Int.2, p.7, line 
11 “…it’s the 
pride of 
pointing to 
those learners 
as managers.” 
Int.11, p.3, 
line 7 “I do 
have a 
support 
system, my 
family 
support me, 
my friends 
support 
me…” 
Int.10, p.3, 
line 4 “I do 
ask from the 
older 
teachers 
from the 
school…” 
  Int. 19, p. 5, 
line 10-12 
“Joh…I feel 
very, very 
excited 
because 
there is also 
a…learner 
from my 
class from 
grade one 
when I was 
in grade one 
who is that 
student 
there 
at…universit
y doing a 
teachers 
course.” 
 
Int.3, p.1, line 
5-6 
“…principals 
and the 
education 
specialists.  
They are the 
ones who 
motivated 
me.” 
Int.12, p.3, 
line 17 “My 
husband…” 
Int.11, p.2, 
line 21 “…we 
support each 
other as a 
team here at 
school.” 
    
Int.3, p.1, line Int.13, p.2, Int.11, p.2,     
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6-7 “Even the 
class, the 
students in 
the class they 
motivated me 
to be the best 
teacher…” 
line 13-14 
“I get 
support 
from my 
family.  
They keep 
me 
going…” 
 
line 25-26 
“…so even 
the principal 
is always 
there for us 
to help us…” 
Int.3, p.2, line 
6 “…principals 
that motivated 
me to who I 
am today.” 
Int. 15, p. 
3, line 5-6 
“…then 
they say no 
mamma it 
will come 
right it is all 
right don’t 
worry the 
kids they 
will come 
back at 
school…” 
Int.12, p.3, 
line 17 
“…there is 
some in my 
work 
environment
… I surround 
myself with 
positive 
people.” 
    
Int.4, p.1, line 
8-9 “… the 
teachers that 
were teaching 
me at high 
school they 
inspired me to 
become what 
I am today.” 
Int. 16, p. 
3, line 15 
“At home 
it’s my 
sister, it’s 
my younger 
sister we 
chat a lot 
and we 
share a lot 
after a 
day…” 
Int.13, p.2, 
line 15-17 
 “I… get 
support from 
my 
colleagues 
and my 
senior, for 
example my 
principal 
motivate us, 
that gives me 
hope…” 
    
Int.4, p.1, line 
10 “…we were 
a struggling 
family and 
that inspired 
me to make a 
change…” 
Int. 16, p. 
3, line 17-
19 
“And my 
other sister 
who is a 
teacher…s
he will ask 
me what 
did you do, 
what 
happened, I 
done one, 
two , three, 
four, five 
and she 
would tell 
me no you 
shouldn’t 
have done 
it that 
way…” 
Int. 16, p. 2, 
line 11-13 
“When 
I...have a 
problem that 
I cannot 
solve…I go 
to those who 
have skills so 
that they can 
help me 
out…” 
    
Int.4, p.1, line 
13-15 “…the 
reason why 
Int. 19, p. 
4, line 8 
“No I don’t 
Int. 16, p. 3, 
line 2-4 
“It’s my 
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I’m keeping 
on doing it is 
that I am 
getting a 
chance to 
influence 
many young 
people 
positively.”  
have any 
support at 
home so I 
am just 
there with 
my two 
kids.” 
colleagues…i
t’s my 
colleagues…
We talk 
about a 
problem that 
I have 
encountered, 
we talk about 
it and hey, if I 
was the one 
who was 
wrong I just 
go to that 
person and 
apologise.”  
Int.4, p.1, line 
15-16 “… I am 
getting a 
chance to be 
a role model 
for those 
young 
people…” 
 Int. 17, p. 4, 
line 23 
“At school 
colleagues 
like sharing 
that thing it 
brings peace 
in me 
it…brings like 
lightness 
whatever 
challenge I 
have on that 
day.” 
    
Int.5, p.1, line 
2-3 “The 
reason I am 
still here it’s 
because 
number it puts 
food on the 
table for my 
children and 
secondly 
the… jobs are 
scarce…” 
 Int. 19, p. 4, 
line 12-13 
“Yes I do 
have friends 
here at 
school so we 
share our 
problems and 
get advice 
from others.” 
 
    
Int.5, p.1, line 
6-7 “I can 
afford to pay 
my house, I 
can afford to 
pay for the 
car…” 
      
Int.5, p.1, line 
13-15 “You 
communicate 
with 
people…it’s 
enjoyable to 
work with 
them…” 
      
Int.7, p.1, line 
10 “Past 
teachers… 
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and way back 
when I started 
teaching we 
didn’t give 
ourselves lots 
of career 
opportunities
…” 
Int.7, p.1, line 
15-16 “…the 
eagerness of 
your learners 
are [sic] that’s 
what keeps 
me going…” 
      
Int.8, p.1, line 
11-12 “I think 
my colleagues 
inspired me, 
one friend of 
mine passed 
away long 
time ago and 
she inspired 
me to be a 
teacher.” 
      
Int.8, p.1, line 
12-13 “I love 
teaching 
because it has 
got so many 
holidays.” 
      
Int.8, p.1, line 
13-14 “The 
other thing 
about 
teaching is 
that you get 
involved in 
other projects 
like the “Sky is 
the limit” and 
Peace 
projects.” 
      
Int.8, p.2, line 
4 “…they [the 
children] get 
me going, 
they inspire 
me…” 
      
Int.8, p.2, line 
7 “The things 
that make me 
stay here, 
firstly is my 
age…” 
      
Int.8, p.3, line 
7-8 “The 
principal 
motivates us 
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and the other 
thing there is 
no job.” 
Int.9, p.1, line 
4-5 “…the 
person who 
inspired me 
was my 
teacher who 
taught me in 
grade 5.” 
      
Int.9, p.2, line 
22-23 “… 
what keeps 
me going is 
that I see the 
results of my 
efforts that I 
put in other 
learners and 
some of them 
do improve…” 
      
Int.10, p.1, 
line 3-4 “…the 
township 
schools are 
most 
disadvantage
d schools they 
are a real light 
for the 
learners.  So I 
chose this 
career to bring 
the light for 
them.” 
      
Int.10, p.1, 
line 6, 10 “My 
teachers from 
primary 
school.” “They 
motivated us 
and they were 
passionate.” 
      
Int.11, p.1, 
line 9-10 “…I 
am helping 
the needy 
children out 
there…” 
      
Int.11, p.1, 
line 14-17 
“Passion…I 
love my 
country…I like 
small 
children… my 
grandmother 
was a 
teacher, she 
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became a 
principal, my 
grandfather is 
a principal 
and my 
mother was a 
teacher and 
she became 
the principal.” 
Int.11, p.1, 
line 18-19 
“In my house 
they were all 
teaching and 
liked it…” 
      
Int.12, p.1, 
line 14-18 “I 
had a handful 
of loving 
teachers…the
y both 
contributed a 
lot for my love 
for English 
literature for 
English 
language…” 
      
Int.12, p.2-3, 
line 25 “An 
added benefit 
of being a 
teacher, as a 
mother I have 
time to bring 
up my 
children.” 
      
Int.12, p.3, 
line 2-5 “… 
the feedback 
that we get 
from learners 
who progress, 
the one’s you 
support 
emotionally 
from having 
been through 
difficulty… it 
just inspires 
me too.  Yes 
to even stay 
longer.” 
      
Int.13, p.1, 
line 2-5 
“…one of my 
standard eight 
teachers then 
inspired me to 
what I am 
today… He 
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was so 
inspirational, 
he used to 
motivate us, 
he was like 
my role 
model, so I 
just told 
myself that I 
would follow 
in his 
footsteps…” 
Int.13, p.3, 
line 17 “…the 
reason that I 
am still here 
today is 
because of 
my passion 
for young 
kids…” 
      
Int.13, p.2, 
line 8 “…what 
keeps me 
here is my 
colleagues 
because I was 
really 
struggling to… 
work…” 
      
Int. 14, p. 3, 
line 3-4 
“…sometimes 
you have 
those days 
when you feel 
you don’t want 
to go to work 
(laughing) it’s 
raining but 
now I think 
joe... what 
about my kids, 
they are 
there.” 
      
Int. 14, p. 4, 
line 2-7 
“…I’m self-
motivated…w
hen I think 
back…I have 
been working 
as a domestic 
and I know all 
the hard 
work…I 
passed my 
matric and I 
got a better 
job to lift the 
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burden from 
my mother.” 
Int. 15, p. 1, 
line 9-10 
“The thing that 
inspired me is 
because I like 
to help when 
you see there 
are children 
that are lying 
around, you 
need to collect 
them.” 
      
Int. 16, p. 1, 
line 3 
“I would say it 
is 
my…foundatio
n phase 
teacher 
[inspired me].” 
      
Int. 16, p. 1, 
line 11 
“I wanted to 
motivate other 
learners to be 
like me 
because our 
teacher were 
very 
passionate 
about us.” 
      
Int. 16, p. 1, 
line 23-25 
“…it’s the 
passion that 
keeps me 
here…I can 
be such an 
inspiration to 
those learners 
that’s what 
keeps me in 
this place.” 
      
Int. 16, p. 2, 
line 20-21 
“It’s passion, 
it’s passion, 
it’s passion. 
Passion it’s 
more than the 
money 
because I 
can’t say it’s 
the money 
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because it’s 
not enough, 
it’s passion.” 
Int. 17, p. 1, 
line 6-9 
“…I wanted to 
do what they 
were doing 
like nurturing 
the next 
generation 
from my 
generation 
like seeing 
myself 
moulding 
something on 
that learner… 
it’s my 
passion it’s 
my zeal like to 
add value to 
those little 
ones.” 
      
Int. 17, p. 1, 
line 17-18 
“So I wanted 
to pass my 
knowledge to 
them…and…s
till it is driving 
me more…” 
      
Int. 17, p. 5, 
line 2 
“…I play my 
music that is 
motivating me 
and I read my 
books 
like…Myles 
Monroe and 
Creflo Dollar 
so those 
things like 
that.” 
      
Int. 17, p. 5, 
line 16 
“Knowing that 
the child has a 
future that’s 
what drives 
me every 
day…” 
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Int. 18, p. 1, 
line 3 
“The reason 
why I…teach 
in the 
township is 
because I was 
redeployed as 
a teacher.” 
      
Int. 18, p. 1, 
line 4-5 
“I feel 
motivated and 
feel safe in 
the 
environment 
of children.” 
 
      
Int. 19, p. 5, 
line 4 
“So what I am 
telling you is 
that the 
money that I 
got [from 
teaching]  
took that child 
[my child] to 
[university]. 
      
Int. 20, p. 1, 
line 3 
“Yes…my 
inspiration I 
would say my 
mother 
because both 
my mother 
and father 
were 
teachers…” 
 
      
Int. 15, p. 1, 
line 2 
“…I decided 
to become a 
teacher 
because I 
didn’t get a 
place in 
nursing…” 
 
      
 
 
 
Frustratio
n of not 
being able 
Teachers’ 
role of 
encouragin
Difficultie
s with 
curriculu
Lack of 
resources 
at schools 
Teaching 
grew on 
me 
Making a 
difference 
in the 
Improvisatio
n due to a 
lack of 
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to help 
learners 
g learners m 
changes 
learners’ 
lives 
resources 
Int.2, p.4, 
line 2-3 
“…it’s 
painful… 
that feeling 
of helping 
a learner 
but you 
can’t.” 
Int.2, p.7, 
line 20 “I 
always avoid 
making 
learners feel 
like they are 
at the wrong 
place.” 
Int.2, p.9, 
line 11-12 
“So I’d 
rather be 
there at 
the lower 
level 
where they 
start the 
change.” 
Int.2, p.10, 
line 2 “… 
they don’t 
offer many 
resources.” 
Int.3, p.1, 
line 4 
“started to 
enjoy the 
teaching 
after ten 
years…” 
Int.1, p.5, 
line 1-2 
“You know 
some other 
children at 
school can 
achieve 
something 
through me” 
Int.3, p.1, 
line 20 “… we 
were taught 
by our 
principals to 
improvise…” 
Int.2, p.8, 
line 6 “… if 
I could get 
them 
bursaries.” 
Int.2, p.8, 
line 8 “… I 
encourage 
them to go 
back to 
school, 
rather than 
staying in 
township, 
rather go 
back to 
Grade 12 
and get a 
good pass.” 
 Int.3, p.1, 
line 21 “… 
you didn’t 
have 
anything, 
you used the 
things in the 
schools…” 
Int.3, p.2, 
line 5 “I 
think I 
developed 
love with 
my 
profession.
” 
Int.3, p.1, 
line 17-18 
“…the day 
the learner 
who can’t 
write to 
make him or 
her to 
write…” 
Int.6, p.2, 
line 15 “… I 
also buy 
some 
materials out 
of my own 
pocket, so 
that we can 
get going.” 
 Int.5, p.2, 
line 2 “I 
must bring a 
smile and 
hope to the 
learner.” 
 Int.6, p.2, 
line 10 
“There are 
no books…” 
Int.12, p.2, 
line 23-25 
“I grew, 
teaching 
grew on 
me, if you 
remember 
I said that I 
did not like 
it at first, 
but it just 
grew on 
me and I 
intend to 
enjoy it.” 
Int.4, p.1, 
line 5 “I 
wanted to 
change the 
lives of the 
people…” 
Int.7, p.2, 
line 1-2 “I’m 
using my 
experience 
and the 
resources I 
have 
available.” 
 Int. 18, p. 3, 
line 7 
“So I always 
tell them not 
to give 
up…I…used 
to tell them 
that they 
would be 
one day 
special just 
like him 
[former 
learner, now 
TV 
presenter].” 
 Int.9, p.1, 
line 12-13 
“…our 
school did 
not have 
enough 
equipment 
er… for me 
to execute 
my duties as 
I would have 
loved...” 
Int. 18, p. 
2, line 14 
“I really 
enjoy 
being a 
teacher 
though it 
wasn’t 
initially 
my…first 
option…Bu
t I had to 
be a 
teacher 
because 
that…was 
the only 
single 
option at 
Int.4, p.2, 
line 14 “… 
to fulfil my 
dream of 
giving a 
better 
influence to 
… the 
learners.” 
Int.9, p.1, 
line 13-14 
“…as a 
teacher one 
has to 
improvise and 
you can’t 
deny to say 
that you have 
no 
equipment…” 
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that time.” 
   Int.9, p.2, 
line 8-9 
“You don’t 
have 
enough…yo
u have to go 
and 
photocopy 
… important 
stuff… from 
the library…” 
 Int.6, p.3, 
line 2-3 “… 
so that is the 
thing to 
better them 
all.” 
Int.9, p.2, 
line 16 “Ja, I 
pay from my 
own pocket 
because if I 
wait for the 
school to a 
certain time 
and time is 
losing.” 
   Int. 15, p. 1, 
line 19-21 
“…there is 
no 
…library…w
e don’t have 
tools trying 
to help the 
child…” 
 Int.10, p.3, 
line 10-11 
“…when you 
start with 
them they 
are a bit 
doubting 
themselves 
and they 
develop 
confidence, 
they begin to 
see the light, 
they are 
beginning to 
smile…” 
Int.11, p.1, 
line 5 
“…there are 
challenges, 
but I do 
improvise 
through those 
challenges.” 
   Int. 17, p. 3, 
line 14 
“…they 
come to 
school 
without any 
pencil so 
now why it is 
difficult for 
you to make, 
hey where is 
your pencil 
and all that 
stuff 
because you 
don’t know 
who is 
staying with 
the child 
whether if 
she eat or 
what you 
don’t know 
her 
background, 
so that is the 
challenge 
number 
one.” 
 Int.11, p.3, 
line 22-23 
“…I have to 
be back with 
the others 
who did not 
do well and 
try to make 
them better.” 
Int. 15, p. 1, 
line 22-23 
“..you have to 
buy the 
reader for 
you…” 
   Int. 19, p. 5, 
line 21-23 
“…we don’t 
 Int.12, p.1, 
line 3-4 “…I 
still feel that 
Int. 15, p. 2, 
line 3-4 
“…we do with 
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have 
enough 
resources 
we don’t 
even for 
machines for 
photocopy 
are not 
working now 
right now 
because of 
the lack of 
funds.” 
I have made 
a 
contribution 
to some 
youngsters 
that could 
have gone 
astray but 
have it not 
been for the 
loving touch 
that… I feel I 
contribute.” 
the little we 
have we 
please them 
and you can 
go places.” 
     Int.14, p.1, 
line 22-24 
“…I feel so 
proud 
when…thes
e kids come 
here and 
knows 
nothing and 
they go back 
and they can 
write and 
read.” 
Int. 15, p. 2, 
line 19-21 
“…when there 
is no shoes I 
take 
something to 
get me the 
shoes and 
when there is 
no trousers I 
buy I took the 
money out of 
my own 
pocket and 
buy them.” 
     Int. 14, p. 3, 
line 23-24 
“…you teach 
them all 
those things 
and now 
when they 
go to high 
school they 
say there is 
my teacher 
who showed 
me how to 
hold my 
pencil, he 
taught me…” 
Int. 20, p. 2, 
line 25-26 
“…a teacher 
is a person 
that 
manipulate 
his 
environment.” 
 
     Int. 15, p. 2, 
line 16-17 
“You know 
what helped 
us to be a 
good 
teacher I 
think if you 
know that 
I’m doing a 
change in 
the life of a 
child…” 
 
     Int. 16, p. 4, 
line 4 
“You know 
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every day I 
want to 
make a 
difference…I 
must go to 
my class 
and do 
something 
new…they 
must feel 
that they are 
at home [in 
the 
classroom]. I 
am trying 
every 
means, 
every means 
to make my 
class a 
conducive 
place, a 
happy place 
where 
learners will 
wish to be 
every time.” 
     Int. 16, p. 4, 
line 16 
“…the kids I 
am inspiring 
them with 
knowledge…
I help them 
to be free to 
say 
whatever 
they want to 
say…they 
have to 
change the 
challenges 
into stepping 
stones to 
make a 
negative into 
a positive 
and learn 
out of it.” 
 
     Int. 17, p. 3, 
line 5-7 
“…I want to 
create that 
environment 
of trust in 
them. I want 
them to trust 
me build that 
relationship 
be that it is 
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easy for him 
or her to 
open up and 
tell me what 
is 
happening.” 
     Int. 19, p. 2, 
line 10-12 
“So I just 
want to uplift 
the standard 
of this 
community 
because of 
their poor 
background 
most of their 
parents are 
sick, most of 
them they 
don’t have 
both 
parents.” 
 
 
 
 
 
Teaching as a 
vocation 
Prayer/ Spirituality Sad/depressing 
situation/discoura
ged 
Lack of discipline Outside support 
Int.5, p.4, line 2 
“Teaching is a 
calling…” 
Int.5, p.4, line 1 
“Teaching today 
need you on your 
knees really…” 
Int.2, p.6, line 14-
16 “…I don’t like to 
be discouraged, but 
sometimes I feel 
like no… I was 
forgotten…” 
Int.4, p.4, line 2-3 
“The most thing 
that frustrates me 
as a teacher… is 
the…lack of 
discipline in today’s 
learners.” 
Int.8, p.1, line 11 
“’The Sky is the Limit’ 
is also one of my 
support, they support 
us…” 
Int.6, p.1, line 5 “I 
see teaching as a 
calling.” 
Int.8, p.1, line 17 
“…through the grace 
of God … and my 
age I decided to 
stay [in teaching]…” 
Int.2, p.9, line 19-
21 “At high school 
they focus about 
the results… they 
don’t focus on the 
teacher and the 
learners. 
Int.4, p.4, line 6-7 
“They have started 
to question each 
and every time that 
you are giving them 
an order.” 
Int.8, p.3, line 1-2 
“…you will tell some 
of your friends at 
church and they 
encourage you.” 
Int.9, p.1, line 7-8 
“…teaching is a 
vocation and 
thought it’s about 
all.” 
 
Int.8, p.2, line 15-16 
“…every Friday we 
got a prayer 
meeting, this way 
we share our 
problems, our 
burdens so we care 
for each other.” 
Int.5, p.2, line 20 
“Teaching… is a bit 
depressing at 
times.” 
Int.6, p.1, line 16 
“Oh…  the old 
ones, oh… they are 
so cheeky.” 
Int.9, p.3, line 15-16 
“…this school is 
advantaged in that 
we got… some 
people from outside 
who always come 
here.  Just like “The 
Sky is the Limit…” 
Int.10, p.1, line 21-
22 “The fact is I’ll be 
doing the same 
thing because I 
Int.8, p.3, line 1-2 
“… and also I pray if 
I got a problem.” 
Int.5, p.3, line 1 “It 
is so sad. Very sad, 
very sad…” 
Int.6, p.1, line 17-
18 “…those grade 
sevens they are 
using alcohol, boys 
Int.9, p.3, line 19-20 
“…the GM 
programme they 
come here and they 
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could still be 
fulfilling my passion, 
yes.” 
and girls, boys its 
dagga and girls its 
alcohol.” 
also enrich us, 
empower us…” 
Int.13, p.1, line 12 
“…because I think 
that God maybe put 
me here for a 
purpose…” 
Int.8, p.3, line 6-7 
“The strength God 
gives me motivates 
me to be a good 
teacher.” 
Int.5, p.3, line 20 “I 
can say I am not 
coping.” 
 
 
Int. 19, p. 1, line 
19-20 
“So most of your 
time you spend 
time with discipline 
than teaching…” 
Int.12, p.2, line 6-7 “I 
believe we are one of 
the few schools in … 
Port Elizabeth that 
has so much support 
from surrounding 
neighbours.” 
Int.13, p.2, line 17-
18 “…because this 
is a calling for us, it 
is not about money 
you know but you 
are here for the 
teaching.” 
 
Int.9, p.2, line 19-
21 “I always say to 
myself that I can do 
all things through 
Christ who 
strengthens me and 
it keeps me 
going…” 
Int.6, p.1, line 22-
23 “But now I feel 
I’m tired because of 
this government…” 
Int. 20, p. 3, line 3-
5 
“Lack of discipline 
is also one area 
that we work very 
hard. I’m sure the 
rights they have 
and even at home 
no one not even 
the parents wants 
to discipline the 
child…” 
Int.12, p.2, line 7-9 
“We have many 
companies and 
individuals even 
white people mainly 
who come to our aid 
and as a result we 
do… we really do not 
lack much with 
regards to teaching 
material and other 
resources.” 
Int.13, p.3, line 6 “It 
was only then that I 
realized really God 
put me here for a 
purpose…” 
 
Int.10, p.3, line 19-
21 “Sometimes you 
lose courage, 
sometimes you feel 
you are too tired to 
continue, but if you 
are a Christian you 
say Lord give me 
strength…” 
Int.7, p.1, line 14 
“…at times it can be 
depressing, er… 
there are many 
barriers that we had 
to overcome but 
er… you adapt to 
your situation.” 
Int. 20, p. 3, line 
11-12 
“…the workshops 
that the give us is 
to help us to hold… 
discipline. We 
attend workshops 
we are inspired…” 
Int.13, p.3, line 2-8 
“‘Seeds of Peace’… 
play a big role in 
trying to develop our 
school…” 
 
Int.13, p.4, line 3-4 
“I took this teaching 
calling because 
Jesus was also a 
teacher who will go 
out and teach 
people… teaching 
is a noble 
profession…” 
Int.11, p.2, line 20-
21 “The support 
system we got at 
school are [sic] 
God.  I think to God 
we are praying that 
all must be well…” 
Int.11, p.3, line 12-
13 “The only thing 
that make me feel 
bad about them 
[children] 
sometimes is when 
they don’t give back 
to me.” 
  
Int. 17, p. 1, line 
21-22 
…it’s about what 
you are called to do 
it’s about your 
purpose…” 
 
Int.11, p.3, line 8 
“…through God I 
am praying all the 
time and I don’t 
even want to 
change that…” 
Int.13, p.2, line 19-
21 “…you become 
tired and you lose 
hope but for the 
sake of the kids 
then we help 
ourselves up.” 
  
Int. 17, p. 2, line 2 
“Yes, it [teaching] is 
a calling to me.” 
Int.12, p.2, line 17-
20 “I … cope 
because I am a 
spiritual person… I 
am a member of the 
women’s prayer 
union and that really 
strengthens my 
soul…” 
   
Int. 17, p. 2, line 21 
“…this is what I 
came here for on 
this earth.” 
Int. 16, p. 2, line 
10-11 
“I cope very well 
because her…I 
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think 
prayer…prayer and 
team work in the 
foundation phase.” 
Int. 20, p. 1, line 5-
6  
“…I always knew 
that I will become a 
teacher. I’m sure 
that we are just one 
of the things that is 
in me…” 
Int. 16, p. 4, line 2 
“It’s prayer [that 
keeps me going].” 
   
 
DoE support Teachers’ 
ideas/dreams for 
school learners 
Selflessness of 
teaching 
Learners’ need for 
counselling 
Int.6, p.3, line 7 
“…and the 
government, all 
those people from 
the teachers 
centre.” 
Int.12, p.4, line 6 
“There are major 
projects that I intend 
embarking on…” 
Int.13, p.2, line 20-
21 “You must teach 
because you must 
put the interest of 
the child above your 
own interest.” 
Int. 15, p. 3, line 
10-12 
“…there are 
children here they 
need the 
counseling…they 
need psychological 
help and there is 
none.” 
Int.11, p.1, line 7-8 
“…but at least the 
government is 
providing something 
for the children who 
are hungry.” 
Int.12, p.4, line 11 
“… I would like to 
have a camp 
site…many of the 
learners that are at 
our school are not 
exposed to 
outings…” 
Int.13, p.3, line 10-
11 
“…but now at least I 
have a bigger 
picture of where I 
want to be in the 
next five years…” 
 
Int.11, p.2, line 26-
27 “…the 
Department of 
Education is still 
hanging in there.” 
Int.12, p.4, line 23-
24 “So I have in 
mind something that 
will involve boys 
opening up because 
they tend to bottle 
up their feelings and 
they are becoming 
aggressive…” 
  
Int.13, p.2, line 7 
“…the government 
is trying…” 
 
Int.12, p.4, line 26-
27 “So you feel you 
could take them to a 
camp to help them 
to positive 
influences.” 
  
Int. 19, p. 5, line 
19-20 
“…if we can 
get…more 
resources from the 
Department of 
Education we are 
struggling here.” 
Int.13, p.3, line 14-
15 “I just want to be 
engaged in so many 
activities with the 
kids because we 
are here to develop 
these kids 
holistically…” 
  
Int. 19, p. 6, line 2-
3 
“Maybe the 
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Department of 
Education can help 
us with sport fields 
not just lawns.” 
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